From A-Level to international baccalaureate diploma program: A qualitative study of curriculum change in a Hong Kong school by Wilson, Marguerita
 From A-Level to International Baccalaureate Diploma Program: A 
qualitative study of curriculum change in a Hong Kong school 
 
 
 
 
 
 
 
 
 
 
 
 
Marguerita Wilson 
Bachelor of Arts, Post Graduate Diploma in Education 
Master of Arts 
 
 
 
 
 
 
This thesis is presented for the degree of  
Master of Education 
2015 
 
 
 
School of Education 
Murdoch University 
Perth Western Australia 
 Declaration 
 
 
I declare that this thesis is my own account of my research. 
 
……………………………………… 
Marguerita Wilson 
 
i 
Abstract 
In this thesis I have given a qualitative account of how teachers in an international 
school in Hong Kong experienced and responded to a mandatory change in 
curriculum from the British A- Level to the International Baccalaureate Diploma 
(IBD) Program. Early in the thesis I describe Hong Kong as an interstitial place in a 
particular socio-political timeframe, and compare the A-Level and IBD approaches 
to curriculum and pedagogy. The changes in the year of transition from A-Level to 
the IBD are explored in detail, focusing on the lived experience of the participants as 
they prepared for the implementation of the new curriculum and its corresponding 
pedagogy. 
Through the methodology of ethnography I interviewed six participants and 
observed their behaviour throughout the transition year to build a descriptive picture 
and gain an understanding of how they responded to the changes.  
My research revealed that the imposition of a mandatory curriculum was a 
complex process, and the participants’ lack of voice and feelings of disempowerment 
were critical features in shaping their acceptance of, and resistance to, the proposed 
changes. The research findings underline the importance of taking teachers’ 
perspectives into account and involving teachers in the planning and decision 
making for school-wide educational change. 
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Chapter One: Introduction 
1. Personal background and choice of study topic 
I am an Australian secondary school teacher who has taught in various Western 
Australian government schools and in international private schools in Jordan and 
Hong Kong. A feature of international private schools in my experience has been the 
dislocation felt by many of the students who had moved several times because of 
their parents’ work, and so had to contend with switching from one national 
curriculum to another. I was born of Irish, expatriate parents, grew up in Africa and 
Pakistan and attended British and international schools. This set of intercultural (Hill 
& Allan, 1998, Mesic, 2009) experiences helped me to empathise with the teachers’ 
and students’ issues and concerns at Hong Kong Port School (HKPS) in 2006-07. 
But I am getting ahead of myself. I need to go back and provide a lead-up to the 
Hong Kong situation.  
In my career I have participated in several educational reforms, which usually 
involved curriculum change and sometimes considerable structural change. I have 
observed that, from the teachers’ point of view, the regard for these reforms ranged 
from enthusiasm to indifference to complete resistance. As a new teacher in 1987, I 
accepted curriculum change as part of my normal duties; however, as I experienced 
more reforms I became more conscious of their potential for deleterious 
consequences and approached them more warily.  
In the 1980s and 90s Western Australia was particularly prone to educational 
reform. I participated in the following mandated curriculum changes in Western 
Australia: Unit Curriculum (1989-93), Competency Based Training (1993-1996), the 
Stepping Out, Literacy Program (1993-1996), Curriculum Frameworks and Student 
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Outcomes Statements (1993-1995, 1998-1999). This period of frequent change and, 
what I regarded as, a lack of a clear vision for educational change induced in me a 
critical view of the imposition of mandated curriculum change. So when I was 
appointed to HKPS in 2003, and two years’ later faced the prospect of yet another 
curriculum reform – the move from A-Levels to International Baccalaureate 
Diploma (IBD) – I decided to conduct qualitative research on the responses of HKPS 
teachers to this particular mandated curriculum change. 
My position at HKPS was Head of Department (HOD) (General Studies) and, 
having had experience as an IBD teacher, examiner, and workshop leader, I was 
asked by the management team at HKPS in 2005 to be an advocate for the IBD 
change in curriculum. An advocate’s role is to offer a voice to support or justify 
something, in this case the change to the new curriculum. However, as a new 
member of staff, I had no idea what I had agreed to because I did not know how the 
teachers would respond to the change and, more importantly, I did not know how 
management would go about implementing the curriculum change. In addition, with 
respect to my decision to undertake a qualitative study, I had had no experience with 
qualitative research so I was quite unaware of the importance of participant 
observation in this form of research. In retrospect I can only gasp at my naiveté.  
Here is an overview of what is contained in the rest of this chapter: In section 
2, I introduce the qualitative framework for my study, including my aims, my choice 
of methodology, the research questions I used, and the significance of this research. 
In section 3, I describe Hong Kong’s social and political context in relation to HKPS 
and its teachers. In section 4, I present the context of the curriculum change, 
including a comparison between the A-Level curriculum and the IBD. Finally, I 
discuss how the aims of HKPS related to its choice of curriculum and to the reasons 
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for my research topic. Section 5 is an overview of this thesis, with a brief description 
of each chapter. 
2. Thesis framework 
2.1 Aims  
My main aim was to investigate organisational and curriculum change within a Hong 
Kong school, with a focus on what this meant for a sample of the teachers. My sub 
aims are encapsulated in my research questions below.  
2.2 Methodological approach to research 
Since I was intent on capturing the workplace experiences of six teachers at HKPS, I 
chose to take a qualitative, ethnographic approach in my research. This entailed 
being a participant observer (Patton, 2002), and much much more. I describe my 
research approach in Chapters Two and Three.  
In this research, I focused on the work experiences of six participant teachers 
as they responded to organisational changes as precursors to the implementation of 
the new IBD curriculum. How the participants perceived the changes and how they 
behaved within the school during 2006 – 07 is at the heart of this thesis. 
To sum up: I took a qualitative, ethnographic approach to studying the 
curriculum change at HKPS. This methodology was designed to allow me to capture 
and describe the participants’ experiences and concerns about the new curriculum. 
2.3 Research questions 
To explore the big question of what the organisation and curriculum changes meant 
to teachers at HKPS, I formulated these subquestions: 
 How did the six teachers respond to the challenges presented by these 
curriculum changes? 
 What role did the teachers play in the curriculum change in HKPS? 
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 How did the participants think they would need to change their 
pedagogical practices in order to implement the IBD curriculum? 
 How did the teachers think the IBD would impact on their 
professional identity? 
2.4 The significance of this research 
Educational systems worldwide often have to make changes. In the early 21
st
 century 
in Hong Kong there were social, economic and cultural pressures affecting its 
schools. Because of these pressures, several schools in Hong Kong began to explore 
alternatives to the ‘colonial’ A-Level curriculum, and most chose to switch to the 
IBD curriculum.  
The significance of this study is that I examine curriculum change (to IBD) 
and provide a rich description and understanding of how a group of teachers 
grappled with their work (Smyth, Hattam, Reid & Shacklock, 2000) in a private 
school during an interesting period of transition for both the school and the city.  
3. Background to the topic 
3.1 Transformation of Hong Kong  
During the period of research, Hong Kong was being transformed from a British 
colonial site to a special autonomous region of China. I watched the news, listened to 
my colleagues discussing the political situation, and took part in local festivals; I 
even adorned my classroom in red silk Chinese lanterns on special occasions, such as 
the Autumn Moon Festival, and Chinese New Year. Gradually I came to the 
realization that HKPS was embedded in a city undergoing cultural, social and 
political change, with a student cohort that had a diverse range of cultural 
backgrounds coupled with different levels of commitment to Hong Kong itself. This 
epiphany helped me to ponder and reflect on the value of what we were teaching 
students and the way we were teaching them. 
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3.2 Nature of HKPS in 2006 
Since its inauguration in 1977, HKPS was co-educational. In 2006 many of its 
students (60%) were local Chinese, some of whom had returned to Hong Kong with 
their families. The other students were mostly from English-speaking countries, 
making up a significant expatriate presence at the school. The teachers were mostly 
British, with some Australians, Canadians and New Zealanders and only three 
Chinese teachers. Due to the international composition of its students and teachers, 
HKPS was considered to be an international school, even before it introduced the 
IBD curriculum. However, anyone able to observe the school at close quarters would 
be inclined to regard it as a British school in Hong Kong – an image that needed to 
be changed. 
In 2005 HKPS had many experienced expatriate teachers who had taught the 
A-Level curriculum throughout their teaching career, and were proud of the excellent 
examination results they had achieved. Consequently, at the time when the change 
was first mooted, some teachers were reluctant to change their well-established 
teaching strategies. However, ‘the writing was on the wall’: I noticed during parents’ 
nights in 2005 that the school’s parents supported the decision to move to an IBD 
curriculum. The parents asked me what I thought of the IBD curriculum and I tried 
to be positive (because I believed in it) and diplomatic so that I didn’t cause any 
problems with the school’s planned implementation. Most of the parents whom I 
spoke to wanted their children to go to non-Hong Kong universities, which they 
thought would offer them the best chances for their children’s future. However, these 
parents were either local Chinese who felt that they were part of a dynamic, global 
society or mobile expatriates who wanted their children to have the opportunity to 
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travel and maintain their educational continuity; those in both categories had their 
minds set on a more globalised future. 
Language itself was becoming an issue in Hong Kong. After the handover to 
China in 1997 the ‘Basic Law’ stated that all documents had to be in both Mandarin 
and English. Therefore, both parents and the management team at HKPS saw the 
need for the students to become competent in these languages. Hong Kong had 
become part of the world’s second largest and fastest growing economy: China. 
However, even in China students were being encouraged to learn English for 
economic purposes. 
4. Context of curriculum change  
I have already touched on the market demands for each curriculum in the context of 
the international and globalised setting of Hong Kong. I now elaborate on the 
differences between the two curricula, and the relationship between Hong Kong’s 
geopolitical location and cultural context and the school. 
4.1 Differences between the A-Level and the IBD curricula 
Both the A-Level and the IBD curricula led to coursework and final examinations. 
However, there were essential differences between them in structure, assessment and 
pedagogy. The A-Level curriculum led to exams recognised by UCAS
1
 as entry 
requirements for British universities, which allowed for an academic specialisation at 
the secondary school whereby students could take only three subjects and gain 
university entrance once they passed all their exams. Over a period of several years it 
transpired that too many students took advantage of the opportunity to re-sit their A-
Level exams, and it was never clear whether they were an A student or a C student 
                                                 
1
  University and Colleges Admissions Service UK  
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who had sat the exams three times. In other words, British Universities found that 
the A-Levels were being ‘watered down’ through this specialisation, and it was 
increasingly believed that A-Levels lacked academic rigour (BBC, 2006; UK 
Parliament, 2003). 
In contrast, the IBD offers students a two-year course and an opportunity to 
develop ‘lifelong learning skills’ (Entwistle & Ramsden, 1983) based on 
‘intercultural learning’ (Hill, 1998; Mesic, 2009). Students must take three subjects 
at a ‘higher’ level and three subjects at a ‘standard’ level, all of which include 
coursework or internal assessment and final exams at the end of the two-year course. 
In addition, IBD students must pass three core elements: the Extended Essay (EE) 
which is a 4000-word piece of individual research, plus 150 hours of Creative, 
Action and Service (CAS), and 100 hours of Theory of Knowledge (TOK) – an 
epistemological, philosophical course focusing on critical thinking. 
As an HOD and teacher of an A-Level subject, I noticed a significant 
difference between the subject specifications of the A-Level and the IBD. The A-
Level specifications stated the aims of the subject, the skills that must be taught, the 
knowledge that must be covered, and the assessment required. However, in contrast 
to the detailed description of students in the IB Learner Profile (Appendix One), the 
A-Level specifications contained no description of the student and the kind of learner 
she/he was supposed to be.  
It is also important to bear in mind that the A-Level system was designed for 
British students. Although the UK had become increasingly multicultural, the 
curriculum and prescribed texts in the early 21
st
 century were still focused on long-
standing British values and culture. Moreover, the exam system focused mainly on 
British topics, issues, themes and concepts. An example of this was the reference in 
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the English exam paper in 2004 to the word ‘dell’. Without the experience or cultural 
knowledge of life in Britain, our mainly Chinese students (60%) had no idea what 
this word meant.  
This ‘Anglocentric’ (Gay, 1997) approach to education was deemed by the 
management team at HKPS to be inappropriate in an international school with a 
large cohort of students from many nationalities and cultural backgrounds. As Hong 
Kong moved away from colonial rule and its accompanying cultural values, one by 
one its schools replaced the A-Level curriculum.  
The International Baccalaureate Organisation (IBO) describes the role of the 
IBD teacher as: a facilitator, critic and supporter of the students’ development of 
knowledge and skills; therefore, the IBD curriculum made different demands upon 
teachers. As a facilitator rather than instructor, IBD teachers would have to allow the 
students freedom to inquire, argue, make mistakes, reflect and question their (the 
teachers’) input. Thus the focus on learning is firmly grounded in the students, who 
are encouraged to become risk takers and independent learners by critiquing their 
own work and reading against the grain.  
4.2 Market demands for each curriculum 
There were economic market demands for both the A-Level curriculum and the IBD. 
However, each curriculum envisaged students with different bodies of knowledge 
and skills, or cultural capital (Bourdieu, 1986). For the global market, the IBD 
offered a second language and various personal and academic skills. On the other 
hand, the A-Level student acquires specialised knowledge. Both curricula provide a 
pathway to university and a future career. 
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I could see that the main pedagogical advantage of the IBD lay in the way it 
prepared international students for the future demands of the workplace; it promised 
skills, such as second language literacy, independent thinking, problem solving, 
teamwork, and a background in epistemological study to support them (IBO, 2012). 
Therefore, IBD’s greater emphasis on literacy and other forms of cultural capital, 
may have added up to a ‘social advantage’ (Bourdieu, 1997, p.100) for the Hong 
Kong parents.  
4.3 Geographical location  
In 2006 Hong Kong was a major world port and an entry into the expanding Chinese 
market place. On the one hand, Hong Kong’s institutions represented a blend of 
Cantonese and British culture and values; on the other, Hong Kong knew that it was 
now a part of China. Some parents, who had left Hong Kong in 1997 seeking 
security in Canada and Australia gradually returned because they missed their home 
and perceived that China was no longer a political or economic threat to their 
cultural values or way of life. This remigration trend had created pressure on the 
education system because many of these overseas children did not speak or write 
Mandarin and could not enter the local school system; therefore, they had to attend 
international schools such as HKPS.  
Another issue was that some international Chinese students returning from 
North American and Australian environments did not relate to the rather narrow 
Anglocentric values underpinning the A-Level curriculum. This lack of cultural 
diversity in the A-Levels was a major factor in HKPS justifying the change from it to 
the more international IBD. And with the aforementioned ‘social advantage’ 
(Whitehead 2005) being linked with IBD, this probably jelled with the growing 
consumer culture in Hong Kong of brand names, designer fashion, and ‘face’. Thus 
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IBD was viewed as an investment in status by parents whose children were likely to 
go on to attend university overseas 
4.4 Relationship between aims of the HKPS and its curriculum change 
The school had a widely published list of school aims, as follows:  
 
1. To develop students' confidence, self-esteem and a range of positive values 
and personal qualities. 
2. To produce enthusiastic, active, independent and lifelong learners. 
3. To develop students' sense of responsibility and an active involvement in the 
communities in which they live and work. 
4. To provide an excellent academic education through which our students can 
achieve their personal best. 
5. To equip students with 21st Century skills including international and 
multicultural understanding. 
6. To provide outstanding enrichment opportunities within and beyond the 
school curriculum. 
Figure 1.1 HKPS’s Aims 2006 
These aims appear at first glance to be active and realistic as well as hopeful 
and practical. However, there is no acknowledgement in the aims of the role that the 
teachers play in the inculcation of knowledge, skills, and values in the school. In fact 
in 2006 the teachers’ roles were not mentioned in any part of the school literature or 
website; therefore, it was very much an open question as to how the teachers would 
participate in fulfilling both the lofty aims of the school aims and the impending 
curriculum change to IBD. Hence the main focus of this thesis. 
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5. Outline of the thesis  
In Chapter One I have discussed HKPS’s context, and the history and differences 
between the A-Level and IBD curricula. In addition, I have raised issues about the 
culture, language and politics and how they may have influenced the curriculum 
changeover at HKPS – thus setting the stage for the research program to follow.  
Chapter Two is a literature review of a non-conventional kind. I begin by 
presenting my reasons for choosing a qualitative, ethnographic approach and touch 
on some important literature that supports this project. Then I review some of the 
literature pertaining to the key elements of the topic, namely curriculum, pedagogy 
and organisational change.  
In Chapter Three I describe my methodology and the other vital elements of 
qualitative research in more detail. Central to qualitative research are the 
epistemological and theoretical assumptions that underpin one’s methodology, in 
this case ethnography. In this chapter I emphasise the key method of participant 
observation, describing the highs and lows of my rendition of being a participant 
observer. Finally, in the context of ethical considerations I introduce the six 
participants. 
In Chapter Four I describe the context of the school year, including the main 
events such as collaborative training days (CPD), which were deemed to be 
necessary in the lead-up to implementing the IBD. In this chapter I begin my data 
display, mainly in the form of observations of participants’ behaviour during school 
meetings of various kinds. 
In Chapter Five I provide descriptive material of the participants’ responses to 
questions about the challenges faced and roles played by teachers in the rapidly 
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unfolding organisational changes. My account of their responses from both formal 
and informal meetings is supplemented with an auto-ethnographic account of ‘what 
was going on’. 
In Chapter Six I continue to describe the data in relation to two more research 
questions: how the participants anticipated changing their pedagogy and how they 
saw their professional identity changing with the IBD. Although these lines of 
enquiry were somewhat speculative, they enabled me to add to the picture of how the 
participants were coping with the mandated curriculum change. Again I add my 
observations of how the participants were going. 
In Chapter Seven I analyse the data and come to some provisional conclusions 
about categories of participants’ ideas and behaviour and eventually about themes.  
In Chapter Eight I review the work I have done within the research 
frameworks, note its limitations and its potential benefits. Then I switch my lens to 
that of an educator who considers ‘what happened’ in terms of ‘good’ (or best) 
curriculum change practice, and allow myself the indulgence of making some 
recommendations for others who may be contemplating school-wide reform. 
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Chapter Two: Literature review 
1. Introduction 
In Chapter One I outlined my approach to the study, presented the research 
questions, and compared the old and the new curricula at Hong Kong Port School 
(HKPS). In this chapter I commence with a review literature about the nature of 
qualitative research, with a twofold purpose: 1) to describe the principles of 
qualitative research and how these differ from the more traditional positivist 
research, and 2) to argue the case for a qualitative approach to researching 
curriculum and organisational change.  
Following these two tasks I undertake conventional reviewing of some studies 
about curriculum, pedagogical and organisational change, noting whether these are 
quantitative or qualitative and what I can take from them. I try to be even handed in 
this review, but at the same time I hope to reinforce the legitimacy of the qualitative 
position I have taken in this thesis. I register, at this juncture, my contention that the 
purpose for reviewing literature within the qualitative paradigm is very different 
from that of traditional quantitative research. The quantitative agenda is to 
investigate thoroughly previous (quantitative) studies on the topic to acquire or firm 
up hunches that can then be worked up to hypotheses. At the same time the 
quantitative researcher examines the literature carefully and critically to identify a 
gap (Nenty, 2009, p.26) and thereby a way forward that will be legitimate and 
strategic. The qualitative program is quite different. For qualitative researchers, 
previous research findings are not taken so seriously because the findings represent 
possible topics and methodological matters for further investigation rather than 
probable resources to be incorporated into a measuring/testing regime. To make the 
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comparison succinct: within the qualitative paradigm, previous research is of value 
for imagining in an exploratory context, whereas for quantitative researchers 
literature is a matter of facticity for further testing or replication. 
Here is an overview of the rest of the chapter. In section 2, I begin by 
describing the two most common approaches to social research, then consider the 
benefits of both quantitative and qualitative methods and the reasoning behind my 
choice of ethnographic methodology in this research study. In section 3, I review 
literature on curriculum development and accompanying pedagogies, considering 
various social frameworks for education ranging from ‘cultural capital’ to national 
and international cultural values; thereby I build up a background in which the 
decision to change the curriculum at HKPS was made. In section 4 I examine 
previous work on organisational change and its impact on those concerned; 
inevitably, I come back to the comparison between quantitative and qualitative 
approaches to this topic. Section 5 is the conclusion of this chapter. 
2. The nature of qualitative research 
2.1 Social research: quantitative and qualitative approaches 
All social researchers collect and analyse data in order to better explain or 
understand human behaviour. Quantitative researchers seek explanations of targeted 
causal relationships. Qualitative researchers seek an understanding of targeted 
human behaviour that can be examined close to hand. Quantitative research follows 
a program of ‘positivism’, a term coined by August Comte in the 1830s to convey 
his belief that social behaviour can be converted to observable facts and measured 
(Stromberg, 1986). Modern researchers perceive positivism as objective inquiry, a 
deductive methodology based on scientific principles of observation and 
measurement of phenomena (Kincheloe, 1991). However, criticisms of positivist 
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social studies abound. For example, Atkinson & Hammersley (1994, p.251) claim 
that quantitative social research does not capture the depths of human nature because 
it “reduces meaning to what is observable…and treats social phenomena as more 
clearly defined and static than they are”. However, claims like these are akin to 
people arguing about whether a particular language is superior to another. Each of 
the two research traditions has its’ own world-view based on historical developments 
and distinct philosophical underpinnings. I suspend further comparisons between the 
two traditions now, but return to them at the end of the next subsection. 
Qualitative methodology seeks to capture the meaningfulness of the behaviour 
under investigation (Merleau-Ponty, 1962; Maykut & Morehouse, 2002; Patton, 
2002; Polanyi, 1962, 1967), based on the phenomenological postulate that the 
participants and their world are co-related (Valle & King, 1978). This 
phenomenological approach is aligned with a constructionist epistemology in which 
both subjective and objective forms of knowing are tenable (Crotty, 1998, p. 5). 
Qualitative researchers pride themselves on the depth and richness of their data, 
which they must collect from the naturally occurring life experiences of participants. 
And since the researcher’s focus is on the particular and the contextual, rather than 
the generalisable, it follows that the researcher needs to get as close as possible to 
‘what is happening’ in the research setting. Otherwise there is the danger noted by 
Whittemore, Chase and Mandle (2001, p.527), of researchers “conjuring up concepts 
and theories that do not authentically represent the phenomenon of concern.”  
In her research about the role of the researcher and the researched, Xi (2013) 
commented on the role of the researcher and the dangers that this role offered in an 
ethnographic research study conducted in an international school in China, Xi said: 
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Many scholars have noted the dangers of ethnographic data, either 
observation notes or interview transcripts, because they involve 
emotions of both the researcher and the researched...in the belief that 
any ‘truth’ was inherently subjective due to being socially 
constructed, [but] the researcher’s conclusions were seen as 
creditable as long as the process of how they were constructed was 
described, explained and evidenced (p. 775) 
To ensure credibility for my conclusions in this study, I have to give a 
convincing account of how I collected, described, and analysed the data – in other 
words I need to give an account that is trustworthy (Lincoln & Guba, 1985). But 
reporting and describing what the participants say and do is a complex business, 
especially when the researcher is necessarily engrossed in the saying and doing. As a 
participant observer in this study, I was frequently more of a participant than an 
observer and it was difficult for me to manage the separation of these roles. Because 
of my experience as an IBD teacher, I was very involved with the training of other 
teachers and with the new initiatives and deadlines that the management team 
imposed on the staff, and I had to cope with the issues we all faced throughout the 
year. I will come back to my rather fraught juggling of roles as a participant observer 
in Chapter Three.  
2.2 The case for a qualitative approach to researching curriculum change  
There is a common sense assumption in academic research that it is the topic of 
inquiry that determines whether a researcher should pursue a qualitative or 
quantitative research approach. However, as with many other topics, the topic of 
curriculum and organisational change could be studied within either paradigm. What 
tipped the scales in the direction of a qualitative approach for me was my interest in 
what the changes meant for the teachers (especially the six participants) who were 
required to enact the changes. 
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However, for qualitative researchers meaning is not an object like mushrooms 
– out there waiting to be picked and measured in various ways. Meaning emerges, 
first in its doing, second in the researcher’s detecting of its doing from the 
observable talk and other behaviours enacted by the participants. And by “detecting” 
I mean the painstaking work of gathering data, describing and making sense of ‘what 
is going on’. The sense making depends on what can be seen and what the researcher 
can reasonably infer by aided by her insider’s common sense (i.e. sense that is 
tentatively held in common by members of a cultural or subcultural group). 
As outlined in the previous subsection, for me to make sense of the emerging 
behaviour at HKPS, I needed to get close to the research setting and the participants. 
After all, in qualitative research it is assumed that knowledge is constitutive: the 
“knower cannot be totally separated from what is known” (Maykut & Morehouse, 
2002, p.13). But, as intimated above, there is a danger of getting too close and not 
being able to ‘tell the forest from the trees’.  
Needless to say the ‘get close’ dictum is in stark contrast to the traditional 
quantitative objective of keeping one’s distance from the behaviour being 
investigated – so as to avoid subjectivity and to transcend the particularities in order 
to generalise one’s finding to a larger population. From the qualitative researcher’s 
standpoint, the quantitative way is blunt and shallow, ensuring that the 
meaningfulness of the phenomenon is stripped away. I think I have demonstrated by 
now that there are distinct differences between the qualitative and quantitative 
paradigms and that one is no better than the other. I intend to maintain this 
impartiality in the following review.  
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3. Review of curriculum and pedagogical change literature 
3.1 Key concepts in curriculum  
Curriculum has been defined variously. The common sense view of the general 
public and many teachers is that ‘curriculum’ means what is to be taught, but most 
educationists define it as both the how and the what of teaching – learning. But 
‘curriculum’ is sometimes conceived in a political frame as a hegemonic manifesto 
that serves the interest of the ‘ruling’ class (Giroux, 1991; Grundy, Warhurst, Laird 
& Maxwell, 1998; Burke, 2005). I touch on this construction again in Chapter Eight, 
but to pursue it at length would be a departure from the qualitative program. 
Curriculum can also be defined as essentially pedagogical, emphasising the 
approach taken to the teaching, such as a top-down or student-centred approach. For 
example, Stenhouse (1975) proposes that you cannot have a curriculum without the 
active participation of the students, a view shared by Boomer (1996) and other 
progressive/radical educators, such as Freire (1998), who assert that the authentic 
curriculum is one that is ‘negotiated’ by teachers and students  
Grundy et al.’s (1998) aforementioned view of the curriculum emphasises the 
propensity of a curriculum to reflect the social, hegemonic and market forces at work 
within society. Hong Kong in the early 21
st
 century was and probably still is a place 
of multiple value systems, including the intersection of British colonial and Chinese 
intercultural values (Hill, 1998) and presumably the curricula in Hong Kong schools 
were and are a manifestation of these forces.  
According to Bourdieu (1986), teachers teach students the ‘cultural capital’ 
they need to be functioning members of society. It could be argued that both the A-
Level and the IBD curricula in Hong Kong served a necessary social function by 
providing students with cultural capital. Both curricula were/are designed to educate 
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students to a certain level of knowledge and skills that makes them suitable 
candidates for university entry and sought-after careers. The main difference 
between them is that the A-Levels was a national (British) curriculum, whereas the 
IBD is regarded as a more rigorous academic curriculum of international standing 
(Tarc, 2009). Thus, curriculum choice is a high-stakes matter that is certainly not 
neutral. According to Kirkpatrick (2001:  
Critical questions about curriculum relate to who makes curriculum 
decisions, the type of curriculum decisions that are made, and the 
authority for such decisions. Curriculum is more than the content that 
is taught and learned; it becomes the site on which generations 
struggle to define themselves and the world. (p. 41) 
Kirkpatrick’s view that curriculum is a site of struggle is pertinent to this 
thesis. In 2006 – 07 the majority of students at HKPS were Chinese and were being 
exposed to Anglocentric values in a Chinese setting; it would not be surprising if 
non-British parents felt resentment towards the A-Level and desire for a curriculum 
change.  
One can infer from the literature mentioned above that the function and 
purpose of a curriculum varies. As indicated by Grundy (1998), Kirkpatrick (2001), 
and Giroux (1991), one of the intended or unintended consequences of curriculum is 
a reinforcement of cultural values and ideals. This notion of consequences bears 
further investigation because it could have implications for organisational change at 
HKPS. 
Symes and Preston (1997) summarised Giroux’s (1991) perspective as follows: 
Curriculum practices serve the interests of the dominant groups, but 
also…through human agency, those same institutions and practices 
contain possibilities of emancipation. (Symes & Preston, 1997, p.73) 
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The notion of teachers as human agents for change is exemplified, according to 
Archer, (2000) and Giddens, (1984), by the power of humans to make differences 
within cultures or structures and to transform or recreate them. But how does this 
rather idealized and abstract notion of teachers’ work apply to teachers at HKPS who 
were faced with a mandatory curriculum change? Quantitative researchers may want 
to identify possible factors (i.e. variables), such as teachers’ personal ideology, 
professional practice, and cultural values and correlate these with teachers’ 
intentions to make a difference. My approach is to get in close and observe how 
HKPS teachers respond to the change phenomenon, relying for evidence on what 
they say and do rather than on preconceived notions of what should be causing them 
to do it.  
Of course in mandated change situations a researcher of any ilk would be 
interested in whether the change yields benefits for those involved. According to 
Adams and Sargent (2012, p.2), the adoption of a new curriculum can be 
transformative for teachers because they seek to transform their practices. In this 
study I wondered whether transformation would occur at HKPS given the 
circumstances of the ‘adoption’.  
According to Cornbleth (1988), a teacher’s perception of curriculum is a 
significant factor in how a curriculum is enacted: 
How we conceive of curriculum and curriculum making is important 
because our conceptions and ways of reasoning about curriculum 
reflect and shape how we see, think and talk about, study and act on 
the education made available to students. Our curriculum 
conceptions, ways of reasoning and practice cannot be value free or 
neutral. They necessarily reflect our assumptions about the world, 
even if those assumptions remain implicit and unexamined. (p.85)  
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Cornbleth’s statement acknowledges the influence of both political and 
economic forces on a curriculum and emphasises that curricula like languages, are 
subject to both inertia and gradual unnoticed change. Thus a decision to change a 
curriculum is a significant disruption to everyday professional life – one that can be 
both disturbing and exciting. 
3.2 Key concepts in pedagogy 
Regardless of how and when a curriculum is designed and planned, it can only be 
brought to life by the application of teachers’ pedagogical practices. Biggs (1999 a) 
has noted that curriculum and pedagogy are not separate halves of a whole; indeed, 
from a constructivist point of view, they overlap and intersect. Biggs (1999a) 
believes that learning should be the focus, the heart of the educational process. 
However, this learning relies on teaching methods; if teachers are required to change 
their established methods – as was the case at HKPS – they are likely to find the 
change to an unfamiliar teaching process extremely challenging. In the context of 
this study, the curriculum change at HKPS was ostensibly from a more teacher-
directed or transmissive (Sterling, 2001) method of teaching inherent in the A-Level 
curriculum, to a more student-centred approach considered appropriate to the IBD.  
According to Coble-Neal (2010), in the 21st century the pedagogical role of 
educators in delivering a curriculum has become more complicated, both technically 
and in terms of accountability: 
The process of reforming curriculum can operate as a reconstruction 
of teacher roles, invalidating what teachers have been doing in their 
careers by replacing current teaching methodologies with new 
methods. The effect on teachers [is] a further tension upon already 
overworked and over monitored staff. (p.221)  
Coble-Neal’s proposed scenario certainly has relevance to ‘what was 
happening’ at HKPS in 2006 – 07.  
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4. Review of organisational change literature 
4.1 Successful organisational change in schools 
Not surprisingly, the considerable literature from the 1960s to 2013 shows little 
agreement about how and why successful organisational change occurs in schools 
(Appelbaum, Habashy, Malo & Shafiq, 2012; Kotter, 1996; Schulz, 2002; Todnem, 
2005; and Staren & Eckes, 2013; Zins & Illback, 2007). According to Schulz’ (2002) 
quantitative viewpoint: 
The field lacks a unified dependent variable, and given the strengths 
of its diverse branches, it is unlikely that a unified focus will emerge. 
More likely is that researchers will draw stricter boundaries between 
subgroups of arguments, and thereby contribute to the emergence of 
different schools which pursue separate agendas. (p.22) 
Notice that Schulz limits the possibility of knowing about organisational 
change to having a “unified dependent variable” and a “unified focus”.  
Appelbaum et al. (2012) seek to count the success of actual organisational 
change initiatives in schools: 
Research suggests that failed organisational change initiatives range 
from one-third to as high as 80% of attempted change efforts 
(Knodel, 2004; Kotter, 1996; Meaney & Pung, 2008; Sirkin et al. 
2005; Whelan-Berry and Somerville, 2010). (p.1) 
And Silins, Mulford & Zarins (2002) further bemoan the fact that empirical 
studies have revealed little progress with organisational school changes despite years 
of educational reforms and a plethora of initiatives proposed and implemented in 
schools.  
My use of the term fact in the previous paragraph was done with ironic intent. 
While I am not without admiration for empirical studies on organisational change – 
they can uncover valuable trends and outcomes – I feel obliged to wonder out loud 
about the utility of measuring what should be going on in organisational change. 
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Even when researchers can reach a settled position on what constitutes the 
appropriate variables, if their measuring/testing is confined to matters of fact they are 
unlikely to reach a depth of understanding about ‘what is happening’ from the 
viewpoint of the participants. It is a matter of everyday common sense to expect that 
any reform or change initiative will not be swift or complete; rather it is likely to be 
slow, messy and incremental – such phenomena are not conducive to scientistic 
measuring and testing,  
4.2 Key concepts in organisational change theory 
In his study on teaching and learning, Day (1999) noted that for teachers to 
successfully implement curriculum and assessment they have to utilize their 
professional and personal knowledge. To update their knowledge of the new 
curriculum they also need to update their knowledge of teaching and learning and 
needs to be a lifelong goal. If a change is implemented externally, that is it is 
imposed upon teachers it is likely to fail unless the teachers have adapted in 
internally. Sending them for professional development is one thing (taking the horse 
to water) but it is difficult to make them internalize and adapt to the new concepts 
and ideas (making them drink):  
Externally imposed reform (....) will not necessarily result in teachers 
implementing the intended changes, as a multitude of research 
projects in different countries have shown. (p. 15) 
Change has to be accepted and reflected on internally. Teachers need to think it 
through before adopting new practice and then adapting it to what they already 
know. As the data in Chapters Four, Five and Six show, there was resistance, though 
mostly of a silent kind, to the imposed curriculum reform at HKPS during the 
transition year. One can speculate that this resistance retarded the intended changes 
to some degree, but it is too soon to make judgments or assertions about that – better 
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to wait and see what the data can yield in the way of understanding what was going 
on. 
Tsoukas & Chia (2002) propose that change cannot be guaranteed upon 
implementation: just as human actions change, so too do human responses to any 
particular change and this has implications for organisational change:  
Organisations are both sites of continuously changing human 
action…and sets of institutionalized categories…The statement 
“organisations tend to resist change” is a shorthand expression for 
saying that change initiatives…remain “improvisations” or plans 
without becoming institutionalized. (p.580) 
This literature suggests that there is a gap between the organisation’s 
assumptions about what constitutes change and what is actually occurring on a daily 
basis within an organisation. Qualitative researchers do not look for gaps (Nenty, 
2009). Instead they try to describe and analyse the minutiae of change for a group of 
people in a particular location. This shift from measuring or checking facts to 
displaying responses and examining emerging patterns of ideas and behaviours 
creates a richer picture of the complexities of human interaction involved in 
mandatory change.  
4.3 Role of individual and cultural inertia in change 
According to Schulz (2002) in his study of organisational change, a combination of 
individual and cultural inertia can result in resistance and indifference to the change 
being promoted by the leaders in an organisation. For example, when teachers are 
faced with change on a regular basis, they can: act upon it and demonstrate 
leadership qualities; ignore and resist it if they are overloaded or perceive their input 
is being overlooked; or become passive or indifferent to change. However, these 
responses are a small subset of the multitude of possible responses to any given 
change. 
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In their study of organisational interventions in schools, Zins & Illback (2007) 
comment: 
Lasting, significant change takes time, usually a minimum of 2 to 3 
years until it becomes institutionalized…Attempts to rush the 
process may be met with resistance and failure. (p.111) 
These comments highlight the significance of the time element when 
embarking on organisational change.  
Zins & Illback (2007 further comment on change, saying: 
It is common to find schools rapidly adopting one change program 
after another in response to the pressing social conditions affecting 
them or the latest attacks from politicians, the media, the public, or 
the education profession itself. Consequently, the sustained effort 
and commitment necessary for effective change may not be 
expended. For these reasons, it is not surprising that meaningful 
organisational change and reform have occurred only in isolated 
pockets rather than on a large-scale basis. (p.111)  
The qualitative position is that changes are matters of particularity not 
generality. However, insights can be gained from exposure to well conducted and 
reported case studies. This is not to say that ‘what works’ in one location will 
definitely apply in another. Nevertheless, common sense principles can be gleaned 
that will give educationists a better than even chance of implementing a change 
successfully. For example, various studies have shown that change needs to be a 
gradual process, with countless opportunities to reflect and collaborate before its 
implementation. That is why organisations struggle to change and reform in a short 
timeline and on a large scale. 
Zins & Illback (2007) state that: 
Change initiatives that concentrate significant energy on this activity 
(small group team development) have the greatest chance of 
success…Progress occurs when small steps are taken to increase the 
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number of people involved. Therefore, self-directed work teams are 
becoming the foundation for change. (p.111) 
This combination of small self-directed teams with the opportunity to 
collaborate and time to reflect on the change seems like an interesting possibility and 
is certainly an approach very different from the one taken at HKPS. I come back to 
this when I switch to the more objectivist stance of school administrator in Chapter 
Eight.  
One of the most influential researchers into organisational change was James 
P. Kotter, (1996) from The Harvard Business School. Kotter proposed an eight-step 
quantitative, ‘how to’ process for organisational change based upon a ‘guiding 
coalition’ that was widely accepted as an effective model for business and industry. 
According to Appelbaum et al., (2012), Kotter’s text Leading Change (1996) was 
not based on empirical research but rather it was based on his personal and business 
research: 
Kotter’s change management model appears to derive its popularity 
more from its direct and usable format than from any scientific 
consensus on the results. However, the model has several 
limitations… The model would be most useful as an implementation 
planning tool, but complementary tools should also be used during 
the implementation process to adapt to contextual factors or 
obstacles. (p. 764) 
Kotter’s ‘eight-step process’ may be a useful guide to implementation, but he 
loses credibility by recommending that all steps need to be followed in sequential 
order and that a guiding coalition should oversee the process. Sidorko (2008) 
analysed organisational change at the University of Newcastle and found that 
modifications must be made to the Kotter model. Sidorko’s research showed 
multiple guiding coalitions on multiple occasions were needed at different times to 
deal with different aspects of the change process. These multiplicities were not 
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addressed by Kotter’s model; as Appelbaum et al., (2012) notes, “While a guiding 
coalition has its advantages, change will not come unless frontline staff engages in 
adaptive behaviour (p.4).” Appelbaum’s comment suggests that although elements of 
Kotter’s (1996) theory are useful, it is not a ‘magic bullet’ for organisational change 
and ongoing research is required to focus on the role of personnel in the 
organisation. 
More to the point, Appelbaum et al. (2012) identified the basic problem with 
this so-called effective change process that change comes from the people at the 
frontline. On the surface, this widely known model appears to be full of common 
sense. However, its quantitative nature undermines its intentions because of the 
shallow way in which it was researched in the first place.  
The aforementioned Zins & Illback’s (2007) review of organisational planning 
in schools focused on the multiple processes inherent in organisational change. They 
comment on how schools are under pressure to change from government reports and 
social pressures: 
Although each successive report has had a different emphasis, all are 
similar in that they conclude that large-scale, strategic organisational 
change is essential to success. However, we have not observed 
widespread interest in the planned organisational change process 
within education…many of the reforms called for have not (for the 
most part) been forthcoming or entirely successful. (p.109) 
There seems to be a note of surprise in the statement that there a lack of 
“Widespread interest in the planned organisational change process in education 
(p.109)” This seems almost naïve to me; of course teachers are unhappy about more 
and more change; they are busy, overworked people with established routines and 
resources. Why would they want to make a significant change that involves more 
work and more inroads on their time and energy? 
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Zins and Illback (2007) also analysed the external factors from society and 
how schools respond to external forces, such as government policies and parent 
demands. In addition, they considered how schools could not address or solve issues 
that come from outside their remit because: 
With the additional pressure of having to respond to social and 
political change, schools need to understand that all parties affected 
by the change must work together to develop a clear vision of where 
the process is proceeding…These efforts are more likely to succeed 
in organisations with a history of working together effectively in 
which a high level of trust has been developed. (Zins & Illback, 
2007, p.111) 
This view points to a dilemma. Zins & Illback imply there cannot be effective 
long lasting change without the trust and collaboration of all stakeholders. And they 
go on to say that the way that schools commit to change is vital to the success of 
their approach to implementation. These ideas are at the heart of this thesis. 
However, they are ideas to be explored in particular contexts, not ‘hard and fast’ 
facts to be measured and tested.  
5. Conclusion 
As can be seen from the literature in this chapter, quantitative research findings are 
reported as if they are valid and applicable worldwide, implying that most schools 
and other educational institutions are similar, most curricula and pedagogy are 
similar, and teachers themselves are similar. Yet through qualitative research it soon 
becomes apparent that there are subtle and profound differences in all aspects of 
education across settings.  
To take the matter of curriculum alone, which is the focal point of this study, a 
qualitative researcher would assume that a particular kind of curriculum, such as A-
Level or IBD, would manifest itself differently from one place to another, just as 
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language has its regional differences. But we are getting away from the project at 
hand. The focus of this study is on a particular set of teachers and how they 
responded to a new curriculum being imposed on them. In the span of this study we 
will see how the teachers at HKPS went about implementing the new curriculum. 
Their actions and eventual outcomes could be measured on a superficial level via 
quantitative methods. However, to gain an understanding of ‘what was happening’ in 
the early stage of implementation I have chosen a qualitative research program. In 
the next chapter I describe that program in some detail. 
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Chapter Three: Methodology 
1. Introduction 
In Chapter Two I briefly compared quantitative and qualitative research methods, put 
my case for using a qualitative approach to the research topic, and reviewed some 
literature about curriculum, pedagogy and organisational change. In this chapter I 
present my methodological approach in more detail.  
It may or may not be significant that when quantitative researchers refer to 
methodology they use the term method and rarely go beyond describing the quite 
elaborate array of tests and measures that will be undertaken in their study. On the 
other hand, qualitative researchers, mindful that they are not part of the dominant 
paradigm, usually feel obliged to give a more detailed account of at least methods 
and the bigger framework of methodology, including something of the philosophical 
underpinnings for that methodology. But from the point of view of many scholars, 
even this is not enough. For example, Crotty (1998, p.5) insists there are four 
elements to research: method, methodology, theoretical perspectives and 
epistemology. In this thesis I follow Crotty’s position, with a listing of the four 
elements immediately (Figure 3.1) and a detailed account of each element below. 
Method methodology theoretical perspectives epistemology 
participant observation, 
formal interviews, 
anecdotal feedback 
 
ethnography symbolic interaction constructionism 
Figure 3.1: Research elements (Crotty, 1998) 
 
Here is what follows in this chapter. In section 2, I present my research aim 
and remind the reader of my reasons for this study. I also describe how the 
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qualitative paradigm positioned me to observe and reflect on the teachers’ concerns 
about the organisational changes at the school site.  
In section 3, I examine the four elements of qualitative research, starting with 
the epistemology of constructionism (Crotty, 1998), that concerns what I might hope 
to know about the participants’ behaviour. I go on to discuss my theoretical 
perspective of symbolic interaction and its philosophical underpinnings. I also 
consider the theoretical possibilities of Wenger’s (1998) community of practice and 
of reflexivity. To explore my own thoughts and observations of the participants I 
used reflexivity in my research study for critical reflection throughout the year and a 
method of observing these reflections and their ongoing impact on the participants’ 
views. In addition, I discuss my choice of methodology (ethnography) and the way 
that all the elements underpin and support it. Finally, I give an overview of my 
methods of formal and informal data collection, including my role as a participant 
observer who was an ‘indweller’ (Maykut & Morehouse, 2002) sharing the 
participants’ experiences and an observer describing and chronicling their behaviour.  
In section 4 I present the ethical considerations, focusing on the issues that I 
had to take into account when planning this research study and the way in which I 
ensured the confidentiality of the school and the participants; then I provide an 
introduction to the participants. 
2. Research aim 
My research aim in this research was to capture the meaning of HKPS teachers’ 
responses to their impending curriculum change. When I started out I used research 
questions to specify the subtopics of teachers’ role in the change process, challenges 
faced by teachers, and reacting to new pedagogy and the possible effect on identity. 
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The choice of ethnography was a logical one because this represents a long-standing 
tradition of building a picture of a cultural or subcultural group so that others can 
understand ‘what makes them tick’. Of course there was the complication in this case 
of the researcher being an insider, which presents the potential and very real 
possibility of the researcher’s taken-for-granted or tacit knowledge actually 
preventing her from noticing participants sense in common. I’ll come back to this 
point later in the chapter (see Reflexivity). 
3. The four elements of research 
3.1 Epistemology: how we know what we know 
The logical epistemology (framing of knowledge) for qualitative research is 
constructionism, which posits (not as a fact but as a basis for argument) that meaning 
isn’t an object. As stated in Chapter Two meaning is not like a mushroom waiting to 
be picked; it is constructed in interaction with others (McLelland, 2000, p.1). This 
framing of reality does not deny causality, but sees it as constitutive not a simple 
linear process of A causing B. As Maykut and Morehouse (2002) state, “The 
outcome of any of these studies is not the generalisation of results, [or A to B] but a 
deeper understanding of experience from the perspective of the participants selected 
for the study” (p.45). It was not the measurement of results, but the description, the 
observation of the human interaction and the participants’ ongoing responses to this 
interaction and the meaning that they made from it over a period of time. 
According to Crotty (2009) constructionism assumes: 
That all knowledge, and therefore all meaningful reality as such, is 
contingent upon human practices being constructed in and out of 
interaction between human beings and their world and developed and 
transmitted within an essentially social context. (p.42) 
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In contrast to objectivists, who search for objective ‘truth’ using scientific 
methods, Crotty (2009) stated:  
Constructionists reject this view of human knowledge. There is no 
objective truth waiting for us to discover. Truth, or meaning, comes 
into existence in and out of our engagement with the realities in our 
world...Meaning is not discovered, but constructed. (p.8  
Therefore participants’ truth or meaning is not fixed; it changes over time, just 
as language does, and one might expect that the change is more likely to occur 
during periods of social and cultural upheaval, such as a reforming/restructuring of 
one’s workplace in connection with curriculum change. 
3.2 Theoretical perspectives 
3.2 (a) Symbolic interaction 
According to Crotty (1998), “symbolic interaction is a theoretical perspective that 
informs a range of methodologies including ethnography” (p.3). There is an ongoing 
debate amongst qualitative researchers about whether or not you can be an objective 
researcher and still remain subjective. I assume that you can be both, gathering data 
subjectively and objectively yet studying, observing and reflecting on the data over a 
period of time. 
This theoretical perspective began with Max Weber (1864-1920), continued on 
with George H. Mead (1863-1931) and Herbert Blumer who were members of the 
Chicago School approach to qualitative research (McLelland, 2000). According to 
Mead, every person is a social construct; we become who we are because of our 
interactions with others. Blumer coined the term ‘symbolic interaction’ (1969) and 
the most widely accepted version of the theory itself. The theory is based on humans 
as creative actors who continually adjust their behaviour to the interactions of other 
actors and actively construct their social world. This process results in a negotiation 
34 
between actors that changes or constructs reality despite the apparent stability of the 
social framework they live or function within, “Thus, the interactionist theorist sees 
humans as active, creative participants who construct their social world, not as 
passive, conforming objects of socialization” (McLelland, 2000, p.1). Questions 
arise from this social interaction, including: How does a society respond to mandated 
change, and a large input of new individuals with their accompanying values?  
McLelland (2000) states, “ethnomethodology, an offshoot of symbolic 
interaction, raises the question of how people who are interacting with each other can 
create the illusion of a shared social order even when they don't understand each 
other fully and in fact have different points of view” (p.2). To address these issues I 
needed to be a participant observer. However, in undertaking my study of social 
interaction, I wondered whether my values and attitudes would impinge on what I 
was able to notice in the behaviour of others. I was vaguely aware that other 
researchers within a phenomenological framework (perhaps Heidegger) had devised 
a method of ‘bracketing’ their own worldview to guard against a biased subjective 
assessment; but I still had doubts about my ability to be impartial. 
3.2 (b) Community of practice 
The basic premise of Etienne Wenger (1998) is that communities of practice are 
everywhere and people are parts of several groups, in some cases as core member 
and in others on the margins or fringes. Thus we learn by being inducted into and 
taking part in a wide range of enterprises and interactions with others. This collective 
learning forms a ‘joint enterprise’ and thus a community of practice (Smith, 2003). 
In the light of this theorizing, I wonder about the extent to which teachers at 
HKPS were engaged in a ‘joint enterprise’. As I will argue in subsequent chapters, 
HKPS was for the most part fragmented by its departmental structure. Arguably, 
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there were collective responses to the new curriculum and its accompanying 
changes, but only within departments, which were quite separate geographically. 
Thus the focus of concern was on how the changes affected each subject area. This is 
an area that I examine in Chapter Seven. 
However, as the year progressed an emerging shared sense of responsibility for 
the new curriculum emerged, with teachers referring to the acronym TOK (for theory 
of knowledge) and EE (for extended essay). And one could hear talk of a 
philosophical nature, such as “What is a fact and how do you know it is?” Thus, it 
could be said that a tenuous community of practice linked to the IBD was forming, 
despite some deep-seated dissatisfactions with ‘what had happened’. 
3.2 (c) Reflexivity 
Reflexivity involves deep introspection. In the context of research, Nightingale and 
Cromby (1999) state: 
Reflexivity requires awareness of the researcher's contribution to the 
construction of meanings throughout the research process, and an 
acknowledgment of the impossibility of remaining 'outside of' one's 
subject matter while conducting research. Reflexivity then urges us 
to explore the ways in which a researcher's involvement with a 
particular study influences, acts upon and informs such research. 
(p.228) 
Altheide and Johnson say, “One meaning of reflexivity is that the… observer 
is part and parcel of the setting, context and culture he or she is trying to understand 
and represent” (cited in Denzin, 1997, p.285). Therefore, within the HKPS setting I 
needed to be reflexive about my role as an observer of participants’ struggle toward 
adopting the new curriculum. At various times I had to critically examine what I was 
doing as a researcher and how I was doing it. For example, I had to scrutinise 
whether my research questions enhanced or limited my exploration of ‘what was 
going on’ (Fine & Weis, 1993). Other questions that arise from a reflexive framing 
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are: How can I get to know how participants are (truly) responding to the unfolding 
changes associated with the new curriculum? It was sobering, in this regard, for me 
to come across Ann Oakley’s (1974, p.27) observation: “A way of seeing is a way of 
not seeing”. 
As an ethnographic researcher I tried to be aware of how my presence affected 
the mood and disposition of the participants. Malinowksi’s (1929) rather idealized 
view was that the researcher must strive to understand things or issues from the point 
of view of the ‘native’ and blend in so that he/she is not disturbing the social setting. 
In this regard I was advantaged by being an ‘indweller’; I was part of the 
‘woodwork’ as I taught, planned and faced the new initiatives alongside the 
participants. But, as stated in Chapter Two, being an insider is a double-edged 
sword. Through reflexivity, the researcher needs to somehow disrupt normal 
behaviour, in other words make it “anthropologically strange” (Genzuk, 1999, p. 1), 
so that taken-for-granted (i.e. tacit) knowing of participants can be noticed. Roberts 
and Sanders (2005) state that both the researcher and the participants could face 
issues relating to reflexivity, because they reflect on their experiences and that of 
others as they progress through a period of change. As Ellis & Bochner (2006, 
p.120) state, “Reflexivity offers the gift of self-examination and self-transformation, 
and, even if only temporarily, allows us the opportunity to avoid being static, 
complacent, and myopic” (p.120).  
3.3 Methodology 
As indicated above, methodology is the main vehicle for carrying out a research 
program; it is informed and underpinned by epistemological and theoretical 
assumptions/postulates, but it is methodology that plans and drives the operation, 
including the choice of appropriate methods.  
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Critics of ethnography may see it as ‘biased’ and that the participants’ 
responses are staged or influenced by their relationship with the interviewer. 
However, whether staged or not, individuals’ responses reflect their membership in 
the group behaviour under investigation. Monahan & Fisher (2010) state:  
We draw upon our ethnographic projects to illustrate the rich data 
that can be obtained from “staged performances” by informants…we 
challenge the fallacy that the presence of ethnographers produces 
observer effects…Instead our own experiences in the field convince 
us that observer effects can and do generate important data and 
critical insights… In short, knowledge is socially constructed. 
(p.359)  
As discussed in Chapter Two, participants interact with each other and 
construct meaning. This constructionist framing of knowledge is apt for research 
conducted in a situation wherein changes occur frequently and the participants have 
frequent interactions and opportunities to express their responses to the changes. 
Thus ethnographic studies: 
Provide … accounts targeted to understanding … from the 
perspective of those involved … the basic goal of interpretive studies 
is to understand the meaning people make of their expectations. (Ary 
et al., 2006, pp.463-464) 
In conducting my ethnography I employed the methods of formal interviews, 
informal meetings, and observations of staff interactions, which enabled a degree of 
triangulation, that is cross checking of data from different sources (Patton, 2002). 
Now I elaborate on these methods. 
3.4. Methods for data collection 
3.4 (a) Formal interviews 
The formal interviews were conducted from August 2006 to November 2006, at a 
date and time that suited the convenience of the participants. Some interviews took 
place after school hours in a coffee shop, some at school in a quiet classroom or 
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laboratory. I felt it was important to try to make the occasion as relaxing as possible. 
In addition, apart from my role asking questions, I wanted them to feel in control as 
much as possible therefore, they chose the time and location. 
Even while conducting the interviews I was mindful that the wording of the 
questions asked shaped the responses from the participants. I asked some questions 
that were open ended, and I tried to frame some questions according to the 
interviewees’ responses. One technique that I used was the recording of teachers’ 
voices so that I could later reflect on what they said and more significantly, the ways 
in which they said it, including pauses, changes in tone and hesitations that conveyed 
meaning (Van Maanen, 1988; Bowe, Ball & Gold, 1992; Atkinson & Hamersley, 
1994). The main data collection method was formal and semi-structured interviews 
where the participants were asked the same questions (see Appendix Two). I began 
by asking the participants who had volunteered if they would be willing to answer 
questions about their experience and opinions of the implementation of the IBD 
(Patton, 2002, p.342).  
The interview itself was formal in the sense that it was pre-arranged, but I tried 
to make the exchange as comfortable for participants as possible, with distractions 
minimised. I also strove to create a ‘trusting’ relationship with them. Questions were 
asked (see Appendix Two), such as “What changes do you see taking place in your 
classroom in order to implement the curriculum?” “Compared to other change 
processes you’ve been involved in, is this one better, or the same as any other change 
process?” and “Do you think this is a benefit for the students?” Pauses between 
questions offered time for introspection and reflection. Although all the participants 
were asked the same questions, occasionally the discussion led on to other points 
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that were pursued. As Van Maanen (1988) stated, “Ethnographies…are never 
beyond debate” (p.35).  
The teachers’ accounts of their experiences were transcribed verbatim and 
returned to the participants for their approval (Goetz & LeCompte, 1984; Denzin & 
Lincoln, 1994; Stake, 2000). At this stage, participants had an opportunity to 
comment on their interview transcripts and to add to or edit anything that they were 
not comfortable with. The participants had access to their data in both hard copy and 
electronic form and had the right to ask for the data to be withdrawn if they no 
longer wished to take part in the research (Patton, 2002).  
3.4 (b) Participant observation 
As the school year progressed, in my role as participant observer I often made 
informal contact with the participants. Examples of these contacts were: after staff 
meetings, Monday morning briefing sessions, in the lift going to classes, in the 
Library, waiting for taxis outside the school. On these occasions participants 
typically offered everyday greetings and snippets of anecdotal feedback about an 
issue that had arisen. I found that participants gradually grew more relaxed in my 
company as they became more trusting that their comments about the IBD and the 
implementation process would be received without judgment. The tone of their 
feedback, having become more casual and personal, reflected this trust. At times a 
participant would talk in passing, casually stating some issue, even in front of other 
colleagues.  
Anecdotal evidence collected opportunistically was recorded and added to the 
interview data. The former sometimes contradicted, participants’ comments made 
during the formal interview process, but it was all valued ‘grist for the mill’. I come 
back to the status and treatment of speech data in subsequent chapters. Thus my role 
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as participant observer involved communicating and recording as much as observing 
– what Roberts and Sanders (2005, p.304-305) call, “the maintenance of dialogue 
between the investigator and the researched”. Weekly discussions with supervisors, 
based on reflections and preliminary analyses of my data, provided me with ‘critical 
friend’ support throughout the transition year.  
According to Hammersley & Atkinson (1983), participant observation (PO) is 
central to all forms of social research. But of course PO takes many forms, of which 
mine was on the more participatory side of the continuum. As an ‘indweller’ 
(Maykut & Morehouse, 2002) I had the advantage of tacit knowledge about the 
participants generally and about the setting and its internal politics; however, as 
mentioned in Chapter Two this was offset by the disadvantage of being so close to 
the events and the participants that my taken-for-granted (tacit) knowledge 
sometimes prevented me from discerning both the big picture and ‘what was 
happening’ with individual participants. I had to find ways of disrupting and making 
more explicit participants’ emerging culture (more on this in Chapter Seven and 
Eight). 
O’Reilly (2009) states, rather provocatively, that the role of participant 
observer is an oxymoron that is a contradiction, because you cannot be both an 
empathetic insider and an objective outsider observing, gaining rapport, and fitting 
in. No doubt other researchers, including myself, would want to debate O’Reilly on 
his claim, but surely the dual role is not an ‘all or nothing’ matter. At HKPS I was 
both teaching and gathering data with a mixture of empathy and objectivity. Of 
course there were times when one role had to be sacrificed for the other; 
compromises and a balance had to be reached so that I could do an acceptably good 
job with both. And, if you think about it, such compromises and balances are being 
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found every day by parents, teachers, and other social service professionals as they 
juggle multiple tasks and responsibilities. But it is only by getting down to observing 
these tasks/behaviours first hand that one can begin to gain an understanding of what 
they mean to participants.  
I worked at Hong Kong Port School from 2003 to 2011, commencing as a 
colleague within the teaching group, and in 2005 joined the IB implementation 
committee, which comprised six senior administrators and two teachers (including 
me) who had taught the IB Diploma. Therefore, during the research period I was a 
‘multiply positioned observer’ (Weis and Fine, 2004) – ‘for better or worse’. For my 
research purposes, as a participant observer, I wanted to put myself in the shoes of 
teachers, especially the six who had volunteered to be informants, as they planned 
and were pushed toward implementing the IBD curriculum. Hatchell (2003) says, 
“Discoveries for a researcher during any research could also mean discoveries about 
oneself” (p.113). And one could add changes in attitude and outlook to this. In taking 
an empathetic view of ‘rank and file’ teachers’ outlook I came to see the IBD in a 
different light, and indeed to question, like the participants, whether it was such a 
wise choice for all our students.  
To sum up this subsection: my role as participant observer was both inclusive 
and exclusive Weis & Fine (2004) describe this as: “the opportunity and obligation 
to be at once grounded and analytically oscillating between engagement and 
distance” (p. xxi). As I have indicated, there was tension in my need to be grounded, 
observant and flexible in my attitude to change. And I had to deal with the everyday 
pressures of my own experiences while observing and describing the experiences of 
the participants. I now turn to ethical matters and a brief introduction to the 
participants.  
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4. Ethical considerations and introduction to participants 
4.1 Ethics 
My research officially began with approval from the Ethics committee at Murdoch 
University, the Principal of HKPS, and the individual participants themselves. I 
placed emphasis on creating a confidential environment in which participants had the 
opportunity to access their own data and to leave the research group at any time. I 
assured them of anonymity and that their input would remain confidential at all 
times. I followed up, after the interviews, by giving them transcripts of their 
interview responses for their checking and approval. Thus gaining the trust of the 
participants was a vital part of this investigation.  
4.2 Introduction to participants 
In August 2006 I announced at a staff meeting that I was undertaking research and 
asked teachers to volunteer to become participants. Six teachers from a variety of 
subject areas approached me over the next month and offered to participate in the 
research study. I gratefully accepted their offer and assured them individually of the 
confidentiality of the research process, and informed them that I would conceal their 
identity from each other. Each participant signed a permission letter and received a 
copy of the questions to be used during the formal interviews. Due to the physical 
layout of HKPS’s buildings, there was a physical separation process in place. Apart 
from a bi-weekly morning meeting lasting 15 minutes, most teachers did not meet 
each other unless they taught on the same corridor.  
Of the six teachers, three were Heads of Department (HODs) and the others 
were classroom teachers. All of these teachers were experienced and well qualified 
in their subject area and had lived in Hong Kong for three years or more. Their 
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positions, nationalities, subject areas and teaching backgrounds are shown in Figure: 
3 .2 
Name Nationality Position/subject Prior experience Experience in 
Hong Kong 
Jane UK Teacher/science ‘A’ level, 5 years UK 
schools 
‘A’ level, 3 
years 
Paul Australasia Teacher/creative 
arts 
Australian 
curriculum, 14 years 
‘A’ level, 4 
years 
Jeffrey UK Teacher/English ‘A’ level, 10 years 
UK schools 
‘A’ level, 4 
years 
Ron UK HOD/creative 
arts 
‘A’ level. 18 years 
UK & International 
schools 
‘A’ level, 7 
years 
Marion Australasia HOD/physical 
education 
‘A’ level 13 years, 
international schools 
‘A’ level, 5 
years 
Vivian UK HOD/science ‘A’ level 15 years, 
UK schools 
‘A’ level, 4 
years, IBD, 2 
years 
Figure: 3.2 Description of participants  
 
Jane was a British teacher, confident, highly qualified and with a Masters in 
Physics from a prestigious English university. She was proud of her packaged 
modules and glad to have an opportunity to express her views on the mandatory 
change and its impact on her teaching. She saw the interview process as an 
opportunity to have a voice. Jane left Hong Kong Port School two years after the 
research was conducted and continued to teach elsewhere. 
Paul was an experienced Australasian creative arts teacher. He had concerns 
about the demands of the IBD curriculum for many of his students, for whom 
English was their second or third language; his subject had a new component, an oral 
examination, in the IBD curriculum. He was also concerned about the impact the 
IBD would have on examination results. Paul left the school five years later to return 
home. 
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Jeffrey was an English teacher from Britain. He asked to join the research 
study because he felt very concerned about the IBD and wanted to express his 
feelings. He appreciated the literature elements of the IBD course; however, he felt 
that the students’ language would make it difficult for them to do well. Jeffrey left 
the school three years later for a promotional position at another school in Hong 
Kong. 
Ron was a British HOD of creative arts and since there were significant 
changes to his subject he was concerned about the new curriculum. The A-Levels 
focused on the production of art pieces; however, the IBD required a lengthy 
reflexive process and a final oral examination with an external examiner. His 
concern about the change in focus from European Art to Asian Art and his students’ 
language abilities drove him to express his concerns about the IBD. Ron is still 
teaching at the school. 
Marion was an Australasian physical education (PE) teacher who wanted to 
take part in the research process as a way to have a voice and be heard. The A-Level 
curriculum included physical education studies as a course of study for tertiary 
entrance. However, the IBD did not acknowledge physical education as a science 
course at that time. This had an ongoing impact for her because she would no longer 
have senior students and feared some physical education teachers might lose their 
jobs. Three years later Marion left the school for a promotional position elsewhere. 
Vivian was a highly confident and qualified British science teacher who had 
taught for fifteen years in international schools, including teaching the IBD for two 
years, and was comfortable with her presentation and preparation for the A-Levels. 
Vivian left the school two years later 2009, after implementing the IBD, to teach at 
another school in Hong Kong.  
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To ensure confidentiality, I assured teachers that anything they said to me 
would not be repeated to anyone else at HKPS. In addition, all participants were 
given a pseudonym and, in reporting participants’ conversations, I changed personal 
details, such as name and gender. I observed that over time participants realised that 
there were no repercussions from talking to me in this study. I tried to be a ‘safe’ 
colleague or ‘critical friend’ (Costa & Kallick, 1993).  
5. Conclusion 
As a participant observer, embedded in HKPS, I was in a position to watch, listen, 
absorb, reflect and describe the responses and changing attitudes of the participants. I 
asked participants questions in a formal interview situation, and followed this with a 
series of informal meetings or chats throughout the transition year. Observation of 
the participants’ actions and comments led me to build a description of their 
responses to events and eventually to an identification of themes.  
Note that so far my summary has referred only to the ‘nuts and bolts’ of my 
research enterprise. Like the body of this research, it errs on giving more emphasis to 
the methods than to the other elements of epistemology, theoretical frameworks and 
methodology. Note too, that at the beginning of the chapter I badmouthed 
quantitative researchers for that very same failing! My only claim to redemption is 
that at least I provided a brief account of the other elements, and some indication of 
how crucial they are for the methods one chooses and the manner in which those 
methods are operationalised. 
I began this research with some presuppositions about the topic of curriculum 
change, but no set expectations for how the participants would respond to that 
change. And I certainly did not set out to prove anything, measure anything, or 
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conclude anything. Ethnography offered me the prospect for exploring, sharing and 
describing what and how participants faced the exigencies of impending curriculum 
change during this transition period. In the next chapter I begin to chronicle ‘what 
happened’. 
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Chapter Four: Contexts for change 
1. Introduction 
In Chapter Three I described the ethnographic methodology and constructionist 
epistemology I am using to examine the participants’ responses to changes at HKPS. 
In this chapter I sketch the context of the research setting by outlining the main 
events that occurred in HKPS during the transition year 2006-2007. This will 
provide both a backdrop and a tentative commencement for displaying data and 
‘bringing to life’ the six teachers’ experiences in group interactions, (this chapter) 
and one-to-one conversations with myself (Chapters Five and Six). 
Here is what happens in the remainder of this chapter. In section 2, I describe 
the school’s context over the school year 2006-07, and outline the school’s plan. I 
then go on to briefly describe key events in the year as a snapshot of how the year 
evolved and of the various conflicts and tensions that emerged as organisational 
changes were made as a preamble to the new curriculum. In section 3 I provide brief 
descriptions of participants’ interactions in group situations and touch on their 
strategies for dealing with the massive changes taking place at HKPS. (The 
participants’ individual responses to events are detailed in Chapters Five and Six). In 
section 4 I present an auto-ethnographic sketch of these events, describing my 
experience as a participant and accounting for how I juggled the dual roles of 
participant and researcher. And I conclude the chapter in section 5. 
2. School context 
Overall, the management team’s School Development Plan (SDP) was the blueprint 
for the changes being imposed by senior management. It was management’s 
intention that the SDP initiatives would last for at least two-years, but the plan 
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changed each year in the face of unintended exigencies. But the way it was changed 
in 2006 – 07 is instructive. The initial changes to the SDP were made at a meeting 
attended by senior management and the HODs, and then passed to each department 
more for the sake of information and ‘rubber stamping’ the document than for 
genuine input from ‘rank and file’ teachers. In previous years discussion of the SDP 
at the department level and feedback to the management team had allowed a 
modicum of genuine collegial discussion between teachers and the management 
team; however, this was not the practice during the transition year. I now describe 
the key events that occurred during the transition to the IBD. 
 
Terms Key events 
Term One  Exam results review 
 IBD authorisation visit 
Term Two  Planning for a new timetable, teaching TOK, EE and 
technology in the classroom 
Term Three  Planning for resources and schemes of work 
 Job losses 
 Final collaborative planning day 
Figure: 4.1 Key events in HKPS 2006-2007 
 
2.1 Key events term One 2006 
2.1(a) Exam results review 
The year started with the new staff settling in, plus the realisation that the IBD was 
no longer an idea: it was fast becoming a reality. At the first whole-staff meeting of 
the year (15 August 2006), the principal addressed the teachers, congratulating them 
on their IGCSE Year 11 exam results and Year 13 A-Level results. Statistics were 
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displayed in a power point comparing HKPS to other Hong Kong schools and to 
British schools.  
For the principal to give a detailed analysis of exam results at the start of the 
year was normal. From the teachers’ point of view, this was a mixture of triumph 
and discomfort. If your classes did well you had ‘value added’, if the students didn’t 
do well, regardless of the reason [for example, students with ESOL issues], it was 
perceived by the management team that you as a teacher had not reached your goal. 
The principal’s address was preceded by department meetings devoted to analysing 
exam results class, by class, and brief notes were written by the HOD on each 
underachieving student outlining the reasons for their lack of success. Then each 
HOD met the principal to discuss each teacher’s class results, which teachers saw as 
a narrow and unfair assessment of their efforts, especially where students with ESOL 
problems were concerned. This forensic analysis of their efforts or the application of 
quantifiable analysis to their teaching pedagogy reinforced for the teachers that the 
IBD would place the focus for learning on the students. This might be better or 
worse, depending on the exam results that were an unknown at this point and two-
years away.  
The A-Level results had traditionally been good at HKPS. However, ‘the times 
they were a changing’: there was an increasing furore in the British media about the 
unrealistic A-Level exam results at this time (BBC News, 2006). With so many 
students taking only three subjects and achieving high scores, the implications 
according to the BBC were that the exams were too easy, or the students were being 
given too much help, or both. In contrast, the IBD curriculum’s growing popularity 
was partly based on its alleged academic rigour and its currency as a global 
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curriculum that distinguished the excellent student from the average one for the 
purpose of facilitating tertiary selection. 
Teacher morale at HKPS became an issue as the term continued. It was a 
seventeen-week term and by December the teachers were exhausted and irritable 
more than usual – almost certainly because of the added pressure of rapid changes 
and the thought of more to come. There were frequent comments in the staff room, 
such as “I can’t wait till this term is over”, “I’m totally exhausted and fed up.” In the 
lift teachers were saying, “How are you?” and receiving answers, such as “Don’t 
ask?” In the final staff meeting for term one a teacher whispered to me, “Oh no, not 
more death by power point!” The sense of tension was widespread as the reality of 
the impending IBD settled in. 
2.1(b) IBO authorisation visit 
In order to become an IBO World school, HKPS had to be authorised by the IBO. 
This meant that all departments had to sign off that they had the necessary resources 
and teachers were academically qualified and clearly understood the IBO philosophy 
of being “Internationally minded.” In addition all staff had to attend a three-day 
workshop with IBO workshop leaders in their subject area. 
The time period leading up to their visit was filled with meetings about each 
section of the IBD, TOK, EE and the mysterious concept, “What it means to be 
internationally minded.” It was excruciating to listen to British teachers discussing 
the elements of being international, was it the use of a British curriculum in Hong 
Kong? Was it the fact that the majority of our students were from a wide range of 
countries and cultures? This reductionist approach illustrated for me how 
Anglocentric the school’s values were as the meetings disintegrated into labelling 
things international.  
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The pressure was on each department to be able to pass muster and for all 
teachers to be confident enough in their knowledge of the IBD so that if they were 
asked questions they could answer. This added a layer of tension to the staff, and on 
the day that the IBD authorisation team arrived several people were absent, saying, 
“I don’t want to be put on the spot!” Despite the stress and anticipation, the 
International Baccalaureate Organisations’ (IBO) authorisation team came in 
November 2006 to inspect resources, locations, the training of staff, communication 
undertaken between parents, students and staff, and to make some recommendations 
for fine-tuning the planning. The authorisation team inspected all areas of the school, 
interviewing teachers at random; they spoke to me saying, “Oh, you’re the workshop 
leader, so English will be all right.” At this point I had delivered eighteen IBO 
workshops in literature at eighteen international schools, so they assumed I was 
experienced in all aspects of the IBD program. This lent an aura of legitimacy to the 
English department’s planning.  
However, any teacher who was addressed had little chance to voice their 
personal or professional thoughts in confidence at that time. Because HKPS was a 
well-resourced school with qualified staff, the authorisation team approved the 
school’s application for teaching the IBD; so by Christmas 2006 the HKPS was an 
authorised IBO World school with limited teacher feedback on their responses to the 
changes. The reality was that the teachers could have written to the IBO if they 
wanted to make a critical comment in confidence. However, what would that have 
achieved? It was a decision made by management, the teachers could only accept it, 
or leave the school. At this stage the teachers realised that the IBD was a reality. 
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2.2 Key events term two 2007 
2.2 (a) Planning for new timetable, TOK, EE, and technology in the classroom 
The introduction of the new timetable led to unforeseen complications. The two-hour 
lessons that had started in August 2006 suited some subjects more than others. For 
example, teachers of subjects, such as art, music, drama and science relished the 
lengthy times. However, the teachers of language, maths and theoretical science 
were worried that they would suffer because the students were too tired to endure 
two-hours of language or maths at a time. In addition, it became apparent that the 
year 7 students could not cope with two hours at a time in any subject. 
A staff survey was taken in (April 2007) to seek feedback on the effectiveness 
of the newly implemented two-hour lessons and the two-week timetable. A black 
folder was placed in the staff room and the Principal announced at the Monday 
morning briefing that he would welcome teachers’ reactions to the new initiatives, 
including the new timetable and two-hour lessons. A few days later I read through 
the folder and noticed that there were pages of notes and questions by teachers. 
Comments included, “Can we slow down?” “Two-hour lessons are a disaster for 
mathematics,” and “Give us a pay rise.” One week after the announcement the folder 
disappeared and the contents were not discussed with the staff. This gave rise to 
various somewhat cynical anecdotal comments from the teachers during briefings 
and informal chats to the effect that their professional opinions were being 
overlooked. A typical comment was: “Why ask us if they don’t want to hear what we 
think?”  
Despite these problems, the management team insisted that the two-hour 
lesson structure would suit the IBD, and the whole school had to adjust teaching 
methods towards a more primary school approach to teaching. Some of the planning 
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time set aside for the IBD was spent on adapting lessons and rewriting schemes of 
work to fit in with the new structure. 
At the staff meeting in March 2007 the senior management gave presentations 
about teaching a philosophy unit called The Theory of Knowledge (TOK) and about 
the extended essay (EE). The Theory of Knowledge Coordinator presented a power 
point on issues that had been discussed before about teaching and assessing TOK, 
and supervising the EE. At this point it was realised that all staff members would 
have to supervise three or more students through the EE. The time for this 
supervision was to be squeezed into our break (preparation) time or after school; no 
allowance (of time or remuneration) was to be made for these extra demands. 
The next staff meeting (21 April 2007), focused on using technology in the 
classroom. One of the deputies presented a power point and a handout about teaching 
and learning with technology, with reference to the students as “Digital natives” and 
the staff as “Digital immigrants”. At the end of this transmissive style session 
(Sterling, 2001), there was no encouragement for staff members to offer opinions or 
discuss issues, and some of the participants later expressed resentment for what they 
saw as a patronising attitude by the management team. But Vivian’s reaction was 
immediate: she stated sotto voce to me, “I’ve been using computers in my science 
lab for years, why treat me as if I am a newbie?” then she stood up and marched 
stiffly out the door 
By Easter, each department had a clear idea of the costs, methods and 
assessment for their new IB subject area. Unfortunately, it became apparent that 
space was going to be at a premium with the IBD focus on student access so that 
they could work independently. Most teachers had attended IBD workshops and 
were planning for the implementation of the new syllabus material. The science 
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teachers were under a great deal of pressure as their IBO workshops took place in 
March 2007 as they all had new science syllabi to cater for. This meant a last minute 
rush to plan and order necessary resources to start the next year off.  
After Easter, staff were marking the Year 10 mock IGCSE exams and 
reflecting on the fact that there were only two-weeks left with the Year 11 students 
(the first IBD cohort). This raised a couple of issues because the Year 11 students 
seemed to have little notion of the changes in their learning that they would face 
when they returned to their Year 12 IBD courses in August 2007. In addition, the 
students had to choose their subjects for the IBD and there was a bit of confusion 
about the significance of Higher versus Standard level subjects. The teachers had to 
disseminate as much information to these students as possible to prepare them for the 
new curriculum and pedagogical changes that they would face upon their return. 
However, telling about how to become independent learners and their actual 
processing and application of this idea, were two different things, and the staff were 
becoming concerned about their lack of interest in ‘learning to learn’. 
2.3 Key events term three 2007 
2.3 (a) Planning for resources and schemes of work 
Term three was the summer term. Teachers returned from Easter holidays to face 
mock exam marking, the final two-weeks with the Year 11 classes, and then the A-
Level examinations that started in May. During this term while the Year 11, 12 and 
13 students were on exam or study leave, teachers normally planned and organised 
resources for the following year. However, this year was different because many of 
the staff were attending PD particularly for the IBD: an example was meeting after 
meeting about how to be an EE supervisor. All of these meetings eroded the time 
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available for IBD planning. In addition, we had to spend time on our other exam 
classes and our planning and resources for the IGCSE courses that we taught.  
To complicate the issue further, in August 2007 we started teaching our first 
cohort of Year 12 students taking the IBD, whilst still teaching the final Year 13 
cohort who were still doing the A-Level. The Year 13 students were telling the Year 
12 students “We only have three subjects, you have six plus TOK and EE,” thus 
creating confusion and concern amongst the Year 12 students. All of these issues 
added tensions to this term. 
Given the significant curriculum changes, teachers within each department 
were working collaboratively to prepare for the implementation of the new courses. 
Additional pressure was evident in the English department caused by the lack of 
resources at their disposal for teaching fifteen texts across four genres: drama, 
poetry, prose and prose other than fiction (non-fiction). Under the new regime, the 
students would have to focus on world literature instead of British, so the teachers 
had to choose texts for three locations and time periods. The resources, such as study 
guides, analysis of texts, model essays, had to be constructed collaboratively so that 
all teachers could use them; unfortunately time for collaboration was limited, 
including with colleagues from other schools.  
2.3 (b) Job losses and replacements 
In May of 2007 there were three resignations of staff members and the three new 
replacement teachers were A-Level teachers with no background in the IBD. As the 
year wound to an end, another problem arose: some A-Level subjects were not part 
of the future IBD and the teachers of these subjects, such as physical education and 
food technology, were feeling excluded and facing job cuts. In addition, teachers 
from elective subjects, such as music and drama, worried that they would have too 
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few students to run classes the following year because the students would have to 
take six compulsory subjects and, it was anticipated, many would opt for two 
sciences instead of an arts subject. However, the latter issue was resolved somewhat 
through negotiation with the senior management, and a small class was approved for 
each subject.  
There was a significant turnover in teaching staff during this transition year 
(approximately 22%) and a member of the senior management team was leaving. 
Eric, (a pseudonym) was a positive, energetic person who was a head of both 
academic and pastoral areas in the school. Eric was supportive of the IBD and a 
stalwart in the planning process for the IB authorisation visit, so his departure was a 
big loss to the school. Through his kindness and gregariousness, Eric had managed 
to lift other teachers’ spirits and add humour to what had been a rather bleak year. 
2.3 (c) Collaborative planning days (CPD): professional learning for performance 
management  
In August 2006 the management team of HKPS introduced a new performance 
management system. One part of the performance management structure was the 
inclusion of more professional development (PD) for staff. PD was a way for 
teachers to gain new knowledge and skills in their subject area, such as using 
technology in the classroom and teaching students with English as a second 
language. Prior to IBD, the management team encouraged and promoted PD 
opportunities that were linked to each teacher’s performance management appraisal. 
But in the 2006 – 07 year all applications for PD had to focus on how they would 
benefit the implementation of the IBD. Skills such as computing (for the classroom) 
teaching students with second languages and a more international focus on learning 
were encouraged. I attended PD on how to use Google docs, and differentiation for 
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learning along with various techniques for teaching short sessions within a two-hour 
lesson. 
By June 2007, all the staff had had IBD training at workshops in their subject 
area, which took place over a three-day weekend (starting on a Friday). This training 
was directly focused on preparation for the new IBD program. However, in addition 
the teachers had five mandatory collaborative planning days (CPD) run by the school 
and added to the school calendar in the transition year. The CPD were mostly on 
weekends or public holidays. The teachers’ personal time was impacted with the 
addition of these five extra days and it generated resentment and criticism of each 
session. 
To add to this the teachers had no choice of the topics in each CPD. The 
planning for the CPD was organised by managers, who did not ask the teachers for 
their professional opinions about suitable topics that would benefit their pedagogical 
development towards the IBD. Moreover, instead of using all of this time for 
planning for the upcoming IBD, the CPD focused on some topics that the staff had 
little interest in at that time, such as using computers in the classroom, small-group 
management, and using Google docs in the classroom.  
3. Group behaviour 
Symbolic interaction offers the view that meaning is created and transformed 
through the interactions of people over a period of time. In HKPS the participants 
belonged to the following in-school groups: whole staff, department, and IBD 
planning or research groups. Some groups met on a regular basis, such as whole staff 
or departments, however, some groups met for a short period of time, or on a ‘one 
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off’ basis, such as CPD days or IBD workshops. I now endeavour to describe some 
of participants’ group-shared behaviours during the transition year. 
3.1. Whole-staff behaviour 
The most obvious behaviour common to all staff in this year were various 
expressions of complaint about having no way to control or slow down the pace of 
change, and about feeling they could not convey their concerns to the management 
team. 
These concerns were manifest in several ways. I noticed through informal 
observation and chats with most teachers (including the participants) that there was a 
distinct feeling of ‘us and them’ developing across the staff. An example of this 
antipathy between staff and management was at a meeting about the introduction of 
student laptops in the classroom. When a teacher was bold enough to ask: “How can 
we check that they [the students] aren’t playing games?” the response was: “You 
have to be more observant and ensure that all students are engaged in the lesson.” 
The inference here, for all to see, was that if the students were on task (code for 
‘teachers are doing their job’) wayward behaviour would not happen.  
3.2 Department group behaviour 
Each participant belonged to a department. Three of the participants were HODs, 
with dual concerns of teaching in their classroom and of mid-level leadership of the 
changes mandated by the management team.  
That I was confined to the English department, and did not feel I could seek 
access to the other departments, gives you some idea of the rather clubby subculture 
inherent in these environments. I do not wish to imply that things were always 
harmonious within a department; however, in my experience in these places there 
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was both the feeling of being ‘in the trenches’ with colleagues and, at the same time, 
having a sanctuary – away from annoying or potentially annoying children and 
senior staff. 
There follows some brief observations of my (English) department of our 12 
members, of whom 3 were Australian and the other eight teachers were British. 
Within the department I was able to observe Jeffrey and the other English teachers as 
they tackled the aforementioned choosing of 15 texts, 4 different genres and 3 eras. 
Although we all collaborated, it was obvious that four of the teachers were more 
confident or positive in their planning and research than the others. The willingness 
of these four (one of whom was Jeffrey) to ‘do the heavy lifting’ enabled the 
department to stay on track in their preparation and planning. There were various 
administrative tasks and deadlines that had to be met, such as all texts had to be 
ordered by the end of the second term, and the assessment dates for the IBD calendar 
had to be submitted by Term three. We stumbled at times but managed to meet these 
deadlines. 
Jeffrey was quite gregarious, with a sharp sense of humour, and was happy to 
give his opinion whether it was asked for or not. His gradual acceptance of the 
pedagogical changes linked with IBD was fairly typical of the English teachers. 
Gradually talk such as, “There is nothing wrong with the A-Levels” changed to “The 
kids won’t be able to keep up with the reading” and then to “Well, we are in an 
international school and this will probably benefit the students.”  
Time was limited, so each English teacher volunteered to take on the planning 
for a genre and/or a text. This was a considerable time commitment because we did 
not have a background in these texts or authors and most of our resources had to be 
researched and created individually. Jeffrey happily took on the planning for an Irish 
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play Translations by Brian Friels because he was familiar with the poetry of Seamus 
Heaney and had some background knowledge of Irish political conflicts. When he 
presented his scheme of work and resources on the play to the English department, 
he said, “The British colonisation of Ireland in the play is similar to their 
colonisation of Hong Kong and our kids should relate to that.” I think this statement 
reflected Jeffrey’s focus on what was best for the students and our role in helping 
them to access and appreciate the literature we were earnestly exposing them to. It 
also marked a more respectful view of the students than the generally shared staff 
view that “They like to be told what to do”. 
3.3 IBD steering committee: M Wilson and Vivian 
In 2005 Vivian and I had been invited to join the HKPS’s IBD steering committee to 
help plan for the implementation of the new curriculum. This gave us a two-year 
lead-in to the curriculum itself. Both Vivian and I were HODs and experienced IBD 
teachers. We had not mixed with each other up to this point because she was a 
science teacher and our respective departments were in separate buildings and on 
different floors. 
Vivian had lots of suggestions for the management team based on her common 
sense and her department’s needs. During one meeting with the senior managers, she 
insisted, “The students will resent having to take a course that doesn’t interest them. 
Why do they have to take literature and a second language if they want to be a doctor 
or an engineer?” She also said, “Physics is a popular subject; we don’t have enough 
science teachers to be EE supervisors for Physics.” She was right (as it turned out) 
and her concerns needed to be addressed.  
I felt a growing sense of unease that we were rubber-stamping decisions that 
had been made in another management team forum then presented to us, and in turn 
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to the staff, as a fait accompli. My unease was based on a growing change of attitude 
towards my input at meetings. At first I sent detailed notes and opinions (based on 
my IB experience) to the rest of the Implementation group and they were positively 
commented on. However, as time went by, it became obvious that these notes were 
being ignored. Eventually when I stopped sending notes, no one commented. Plans 
were made and references were given to other meetings that Vivian and I, as 
members of the IBD steering implementation committee, had not been part of. This 
made Vivian and me compatriots because we felt that our advice was being ignored 
by a management team that had never taught the IBD and didn’t realise the practical 
problems that we faced. I asked one of the Deputies why we had to change the 
timetable in the midst of the IBD curriculum implementation process, and she 
replied, “The IBD is only another exam board.” This was a complete 
misunderstanding of the pedagogical change and seemed to be ignoring that the extra 
workload on the teachers was troublesome. 
As the year (2005-06) went on, Vivian and I often passed each other in the 
corridor or the lift and she made conspiratorial comments, such as “Did they [the 
management team] agree with your idea?” or “Did they [the management team] get 
back to you at all?” We both felt that our input was not being heeded and 
organisational decisions were being made by the management team despite our 
experienced insights. At this juncture the IBD was not a fait accompli, and even then 
we felt our steering group was being used to ‘rubber stamp’ management decisions. 
I think it is fair to say that the less-than-democratic behaviour of the steering 
committee antagonised Vivian and set her against the IBD. I’ll come back to show 
some of Vivian’s responses in more detail in Chapters Five and Six. 
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3.4 Research group: all participants plus M. Wilson 
The research group comprised the six participants and myself. We met on a formal 
one-to-one basis for an interview in Term one 2006. Apart from this ‘one off’ there 
were several other occasions when we met either one to one or in small groups 
during staff meetings and briefing sessions. Jeffrey and I were both English teachers 
and met on a regular basis during department meetings. However, due to distance 
(the school was spread out over four building and eight levels) I met the other 
participants irregularly at staff meetings, briefings and occasionally in passing or in 
the lift. 
I observed the interaction between the participants and other teachers as the 
year went on and noted when they made anecdotal comments to me about change. 
On occasion I observed two or more of the participants talking to each other during 
staff meetings without knowing that they were both participants in this study. This 
often happened with the HODs Ron, Vivian and Marion who met regularly at HOD 
meetings and didn’t know that they were all part of this research. Although they 
were from different subject areas, these three HODs’ concerns were mutual as they 
discussed the ongoing changes and the growing levels of anxiety amongst their 
colleagues. 
4. My experience and dual roles during this year 
As a participant observer, I became aware that all of the participants were concerned 
about certain aspects of the changes to do with students’ abilities and time for 
planning. At times I felt sympathetic to their fears, at other times impatience 
coloured my view. I wondered why my colleagues seemed slow to appreciate the 
benefits that the IBD would offer the students. Taking account of the need for 
reflexivity, I became aware that I needed to examine my occasional bouts of lack of 
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empathy. I asked myself questions, such as: To what extent do the participants 
respond to my lack of empathy? Is it threatening to them? Are they telling me what 
they think I want or need to hear?  
Being conscious of my dual role, I needed to examine my motives and explore 
whether I was honestly investigating the participants’ reactions to the new 
curriculum or trying to influence the whole change process for my colleagues 
through advocacy. I began to consider my role as an IBD expert and consider 
whether I saw myself as a ‘connoisseur’, or expert. 
These reflections made me realise that, although I might have been considered 
a ‘connoisseur,’ I was one of the staff turning my gaze at its members, and yet also 
gazing within myself at my responses to my colleagues. Throughout the research 
process I reflected upon the effect my presence was having on the participants while 
observing and sharing experiences with them in HKPS. 
4.1 Term one: August to December 2006  
In the first staff meeting about planning for the IBD I noticed that none of the 
teachers raised their hands or asked questions. Yet at the end of term one, when they 
knew the IBO authorisation team was coming, there was a sense of renewed energy 
and questions were flying around, “What is TOK?” “How many students do we have 
to supervise for EE?” 
While I knew that the majority of our students could handle the academic 
demands of IBD, I also knew that many of them would struggle with studying six 
subjects and I was concerned that they would struggle to succeed in the two-year 
timeframe of the IBD. I was myself beginning to lose confidence in the IBD as a 
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‘one size fits all’ curriculum, especially when I considered the number of students 
we had in Year 11 with language issues and learning problems.  
In November 2006 I was asked to run a workshop for IB English A1 literature 
for a group of teachers from three Hong Kong secondary schools. However, due to 
an increased demand from other Hong Kong IBD schools, a teacher from an IB 
school in the Philippines ran a second parallel workshop. The following incident 
demonstrates the different responses of the workshop participants towards an 
‘insider’ (who worked at HKPS school), and an ‘outsider,’ (who came from a school 
outside Hong Kong) and shows their unease with the coming change. The other 
workshop leader, Tom, had corresponded with me and we had organised our 
resources so that both groups would have the same handouts, booklets and resources. 
On the surface, both workshops would be identical in content and structure. 
However, our very different experiences during the two workshops underlines the 
teachers’ insecurity and underlying resistance to the curriculum changes.  
My workshop group knew I had had experience in teaching both A-Level and 
the IBD and that I would share many of their common concerns about the heavy 
teaching load at their schools, the inadequate planning time for the IBD, and 
communication issues between the teachers and the senior management. However, it 
appeared that Tom’s group saw him as a representative of the IBO who had no 
experience in teaching the A-Level and no real idea about the conditions of teaching 
in the Hong Kong schools. Possibly as a result of this they were less accepting of his 
expert advice.  
In Tom’s group the teachers sat together in groups that over the three days 
became cliques. We met for dinner each evening to discuss what we had covered 
during the day. One evening he told me that he had had to reprimand a teacher who 
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had made a derogatory comment about the IB grading of a particular exam paper. 
(Tom told me that he had responded by saying “That comment is out of line and 
inappropriate isn’t it?”) This is an example of the negativity that was becoming 
prevalent among the participants in that workshop and may have been more 
illustrative of their attitude towards the curriculum rather than their attitude to Tom 
himself.  
The attitude of participants in my workshop differed markedly, and I think that 
this could have been because I was working for the same organisation as the other 
teachers. The workshop allowed the teachers an opportunity for solidarity and for 
coalescing their attitude towards me (as a representative of the IBO). An example of 
this was, when we were doing a marking exercise: one teacher suggested that her 
group should “Just pick a grade, any grade, it doesn’t make sense at all.” This 
comment seemed to make the whole group despondent. In an attempt to defuse the 
situation I said, “You will only get out of this what you put into it, if you are 
negative that is what you get back. We are running out of time, so try harder.” This 
experience was extremely difficult for me because it made me feel like a collaborator 
representing the IBD system. It was obvious to me that the membership of this 
workshop group had enabled the teachers to interact in a negative way towards the 
IBD. Instead of taking it as an opportunity to network and plan, they treated the 
workshop as a symbol of their resistance to the new curriculum The growing 
resistance to the assessment and marking made me realise that these teachers were 
experts in their field (A-Level) and they obviously did not appreciate being placed in 
the position of novices with the new curriculum. 
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4.2 Term two: January to April 200-2007 
By the end of the second term, many teachers were feeling tired, uncertain and, in 
some subject areas, such as art, facing a lack of space and resources for the new IBD 
program. This concern was conveyed to me anecdotally and via my interviews with 
participants in Chapters Five and Six.  
The lack of consultation between the management team and the staff can be 
seen in the way a new initiative, two-hour lessons and an accompanying two-week 
cycle timetable, was introduced. To prepare to implement this somewhat radical 
change from a six-period day, we had a series of whole staff meetings. Each of these 
meetings entailed first the principal then the deputy responsible for this initiative 
talking to the staff and showing a power point presentation. We had opportunities to 
voice our concerns and we raised the issues of the need for time for meetings and 
collaboration instead of continuing our current frenetic pace. The management team 
seemed to accept our suggestions, however, no obvious change was implemented 
leaving us feeling that our response was redundant as they had made a decision and 
it was going through whether we liked it or not. This pattern of behaviour had a 
negative impact on the teachers as they were working harder and felt that the 
initiatives were ‘being piled on’. 
4.3 Term three: April to June 2007 
In May 2007, with the IBD curriculum looming (beginning in three months), the 
teachers were surveyed by the management team and were told that we had agreed to 
trial this change of lesson time, with the proviso that it would be reviewed and if the 
teachers wanted it to change, it would change. However, the review of this new 
timetable never occurred. This added to teachers’ distrust in the management team 
and in management’s aims for the school. 
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In May 2007 the staff committee discussed the low morale of the staff and 
placed a folder in the staffroom asking teachers to put positive ideas in it for 
increasing morale. It made for sad reading “Give us a salary increase, reduce our 
teaching load, stop new initiatives every year, give us a chance to embed things 
first,” was one typical comment. I felt that this opinion folder merely emphasised the 
scope of the problem. The teachers felt overwhelmed by the changes and the lack of 
time to embed them. These comments were resonating with teachers’ angst, yet they 
were ignored. One day the file disappeared and was never referred to again.  
From a personal perspective I started the year supporting the IBD curriculum, 
telling anyone who asked me that it suited our students due to its international nature 
and inquiry-based philosophy. However, as the year continued, I listened carefully to 
the criticisms of the IBD and I noticed for myself that not all of our students would 
benefit from such an academically rigorous program. Doubts set in and I started to 
question the whole school conversion to the IBD curriculum. Eventually, I came to 
the conclusion that with a great deal of support from teachers and a focus on English 
language skills in the lower school, we could still make a success of the program. I 
continued to stay at Hong Kong Port School until 2011 and witnessed three exam 
groups going through the school from 2009 onwards.  
I ended the year feeling overwhelmed by the numerous initiatives presented to 
us in the HKPS Development Plan. I had been trained and was an experienced IBD 
teacher, yet I was starting to doubt myself and was daunted by the prospect of yet 
another new technical initiative, as we had become a ‘laptop school’.  
4.4 CPD: Professional learning for performance management 
The final CPD day for the academic year was held on Saturday 25
th
 May 2007. This 
could and should have been dedicated to the upcoming IBD implementation, because 
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we were only four weeks away from the end of the school year. However, the 
secondary schools workshop was based on ESOL issues and was widely perceived to 
be a waste of time by many teachers. By lunchtime, approximately 50% of teachers 
had left, including some principals from other schools. I stayed until the end of the 
day hoping to see something salvaged out of my time.  
We ended the day with a panel of students who challenged us by saying, 
“Teachers are completely out of date with technology”. At this point some remaining 
staff stood up and left in protest. Then we had a video from a primary school 
showing cute kids talking about emailing and blogging. I could see what they were 
trying to do, which was to focus on the implementation of technology in schools. 
However, at 3 pm on a hot, steamy, Saturday afternoon, they badly misjudged their 
secondary teacher audience. There were so many complaints that the head of CPD 
committee wrote to all staff and said that they would consider staff needs next time. I 
think it was the unfairness of it all that annoyed staff the most. The maths teachers 
were allowed to meet as a whole group and discuss issues linking their syllabus and 
the IBD. This caused further resentment, because they were exempt from the other 
sessions. Teachers from other subjects asked, “Are the maths teachers technological 
and ESOL experts? If not, why are they exempt from these sessions?” At 12.30 pm 
the maths teachers left en masse, heading for the subway saying, "We have worked 
hard enough; we are going”. I felt betrayed at the waste of my weekend. I was 
frustrated at the thought of what we could have been doing and what a fiasco it had 
turned out to be. The teachers were resistant to this intrusion on their private 
weekend time. However, perhaps they would have been more accepting if they had 
some choice in the topics or if they felt the CPD days had been worthwhile for their 
planning.  
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The professional learning opportunities provided by the IBO also met with 
resistance from teachers. As an IBO Workshop Leader for English A literature and 
language, literature, and theory of knowledge, who had run eighteen international 
workshops to date, I believed that if teachers arrived at a workshop in an 
international environment willing to collaboratively learn, mix with others, network 
and ask questions, they would gain a great deal from the experience. However, I 
observed that many of our staff returned from workshops with the attitude of, “I 
didn’t learn anything new, it was a waste of my time.” They seemed unable to 
distinguish a workshop that presented the IBD philosophy, assessment and pedagogy 
from a workshop that taught them how to teach their subject.  
During one of my IB workshops in Singapore on the 21st January 2007 
another workshop leader who was a science teacher, commented to me, “I dread the 
teachers from HKPS. They sit there with their arms folded and say nothing; they 
won’t join in and always sit with each other.” This may have been a single occasion, 
or a reflection of a general attitude among the teachers; either way it demonstrated 
the teachers’ resistance to the changes ahead.  
5. Conclusion 
In this chapter my sketch of the school’s context revealed a system filled with 
confusion and resistance. The mostly British A-Level teachers were looking at the 
curriculum changes from the point of view of the end product, summative 
examination results. The teachers needed professional development in order to 
understand their students’ different learning styles (Kennedy, 2002) and the cultural 
values inherent in the new IBD curriculum. The apparently negative responses to the 
implementation of the IBD that were reported in this chapter were based upon a 
range of issues underlying this resistance:  
70 
 The impact of organisational change on the unprepared teachers. 
 The apparent erosion of trust between the management team and the teachers 
who had to implement the changes. 
 The teachers’ opinions of the suitability of the IBD vs. A-Level curriculum 
for their student cohort. 
The planning year had been busy and disjointed. There were many things 
happening while the teachers were trying to come to terms with the new curriculum 
and its accompanying pedagogy. In the next two chapters I display and describe the 
data collected from formal interviews and informal meetings or chats and the 
participants’ responses to the changes that they faced. 
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Chapter Five: Data display – responses and roles  
1. Introduction 
In the previous chapter I presented an overview of the key events and contexts of the 
school during the study period. I also reflected on my personal situation during this 
year and I described the social groupings at both department and staff meetings and 
gave a vignette of the way in which the participants interacted with me and with 
other teachers at an IBO workshop.  
In this chapter I continue with the ethnographic imperative of building a 
picture, concentrating on participants’ responses to the interview questions and their 
informal talk about the social and cultural changes that were occurring at the school 
site. I consider what was said [or not said] and any apparent contradictions that 
emerge from this. As a participant observer, I shared the experiences and events of 
this time period with the participants.  
At this juncture, I want to say something about the timing of the data 
gathering. Because my study took place in the year before the actual conversion to 
IBD, much of the participants’ expression was about anticipation of rather than 
experiencing of the implementation of the IBD. However, the participants were 
experiencing some of the preliminary organisational changes and, of course, the 
preparation for the actual curriculum change. 
By providing samples of individuals’ responses, I begin to construct their 
profiles, which will be added to in Chapter Six and culminate with the analysis in 
Chapter Seven. The following research questions (as listed in Chapter One) formed 
the framework for the interview questions and hence the structure of this chapter: 
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 How did the six teachers respond to the challenges presented by these 
curriculum changes? 
 What teaching role did the teachers play in the curriculum change in 
HKPS? 
Section 1 contains extracts from the formal interviews and informal feedback 
from each participant about their response to the challenges they faced in dealing 
with the curriculum change at HKPS. A reflective account by myself follows this 
section, making links between the data and the individual participants’ attitudes at 
that time towards the curriculum and its accompanying pedagogy. In section 2, I 
present the participants’ responses to their changing roles and the pressures or 
tensions that were emerging. I follow these responses with my reflection on how 
they were performing their role (as A-Level teachers preparing to become IBD 
teachers) as they worked their way through their concerns about the changes being 
imposed on them. 
2. Participants’ responses to the evolving changes at HKPS 
The formal interview with each participant was a one-off interaction and their 
responses were shaped by the questions that I asked them. So I realised the need to 
supplement these responses from participants’ conversations around the school, 
when participants interacted with each other (in my presence), and in the more 
constrained situation of staff and department meetings. These regular occurrences 
presented me with an array of ‘membershipping’ talk and behaviour (Anderson & 
Lee, 1982, p.286). As I mentioned in Chapter Four, teachers were members of 
several groups within the school community: the teaching staff as a whole, the 
teachers in their department, and friendship groups (typically in the same 
department). Of course they were also members (albeit not in an egalitarian sense) of 
their classrooms. But I was restricted to observing their interactions and 
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membershipping behaviour in the first two mentioned groups. I now present the 
interview responses pertaining to research question #1: How did the participants 
respond to the challenges presented by these curriculum changes? 
2.1 Formal Interviews  
2.1 (a) Interview with Jeffrey: 6-9-06 in his classroom after school.  
Jeffrey had taught in the English department in HKPS for four years. Prior to this he 
had taught in a poor socioeconomic comprehensive school in Britain for ten years. 
He was an experienced A-level teacher. 
MW: Do you think it’s the university entrance, that’s what’s driving this change, this 
curriculum change? 
What, in schools in general or here? I think it’s the universities who are 
struggling to accept A-Levels being worth what they used to be. And you start 
getting silly suggestions like putting the A* in it so they can tell the difference 
between that and an A, which is just dropping the standard a bit and it’s just 
fiddling around the edges and that.  
MW: Is it because of the location in Hong Kong? 
That we’re doing IBD? 
MW: And the change? 
Well I think… there’s a lot of things the desire to keep the A-Level that seems 
to come linked somewhere with this need for proving we are intercultural or 
intracultural or whatever they call it. A-Levels and GCSE are so strongly 
associated with Britain, and I think they’re trying to get away from that. It’s 
like they’re [the management team] trying to seem more international… well 
it is more international. Probably more relevant to a lot of students we teach. 
More challenging. When you’ve got kids applying to go to Oxford to do law 
and finding the most challenging courses in the world, 2 years at A-Levels is 
only a B. Added to which schools all over the world are making a change too. 
It seems like every independent school in Britain is going over to IBD and 
those are the people we’re competing with and we’re not going to do it 
teaching A-Levels.  
MW: The numbers here indicate that we’re going to have a majority of students 
doing your subject, and you said earlier that some of them would be 
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unenthusiastic about doing something they don’t want to do. How will that 
impact your teaching, how are you going to cope with that?  
In a lot of ways, it’s going to be like teaching GCSE classes [a one year 
course] just more stuff do you know what I mean?  
MW: What about support from the school for resources and anything you might 
acquire to make this a successful change? 
I wouldn’t bet my life on it to happen. What do you need? You need the books 
basically, don’t you, books from the teacher, to teach them. Occasionally you 
use some other stuff. I don’t particularly, not with all the classes. I don’t rely 
much on other resources. 
MW: You haven’t any comment to make on resources? 
What, resources? Not really. Compared to others, our school’s very well 
equipped. They could be a lot better, it’s quite shabby, but the stuff in the 
school is actually a lot more than I’m used to. I’m not used to having 
computers in the rooms, and whiteboards and such like. So by my standards, 
it’s pretty good. 
MW: Well, this change from A-Level to IBD. Do you think there’s anything in 
particular that might be of concern? 
Well in English, first I think its class size. I think we’ve got what seems to be 
an unofficial guarantee that it won’t be too terrible [the class sizes]. And 
again, it’s not so much that we haven’t had time, we’ve had lots of time to do 
this and I’m curious where all these English teachers are going to come 
from. They [management] seem very confident that they’re going to get them 
from somewhere. Nobody else seems to be worried about it so… As long as 
the school does its bit…which in my experience, schools don’t often do.  
MW: Getting back to the first question, what are your actual thoughts about the 
change process as you’ve experienced it so far. You seem to be quite in favour 
of the shift in curriculum for reasons that you’ve stated… are there any regrets, 
anything you think would be a mistake to change? 
Not so much regret, you throw it out with the daily bathwater. But moving 
from … I quite miss the A-Level, the way it used to be. It used to be really 
regulatory, really demanding. To have to read an awful lot of stuff, really old 
boring Victorian novels which they rarely got a lot of stuff out of, but to me 
it’s not necessarily a bad thing for students to read books they don’t like. But 
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the way A-Level is now, I don’t think there’s anything about it to miss any 
more. So, no, there’s nothing. So long as the school does its part, gets the 
systems in place, gets the staff in, and keeps the class sizes reasonable… 
that’s what I’m worried about. The course itself seems fine to me. 
MW: Just to prepare for the subject. 
I’d advise them [the students] to get as much reading done in advance as 
possible because the kids are going to be terrified at the amount of reading 
they’re going to have to do. They also need to realise that they’re going to be 
reading a lot of these things more than once, as we do now. Even now they 
don’t have to. I know we all pretend that they work really hard, but they 
don’t really. I think there’s going to be huge culture shock for a lot [of the 
students], and for us. 
My account of Jeffrey’s responses: 
Jeffrey was comfortable with me during the formal interview. This may have been 
because we taught in the same department. We saw each other daily and this created 
a sense of camaraderie during the year. We didn’t socialise outside school due to 
different areas of interest, so our main point of contact was during the school day or 
in staff meetings. Jeffrey’s comments on the change from the old to the new 
curriculum displayed his acceptance of the curriculum change on the one hand, and 
his concern about the students’ language abilities and overall work ethic on the other 
hand.  
As I foreshadowed above, Jeffrey’s responses in the formal interview were 
framed by the questions. In contrast he was more open and relaxed in scheduled 
department meetings when issues relating to the curriculum change were discussed. 
He often argued with the other English teachers, and made comments like “When 
will we have the time to do this?” Another point he was concerned about was, 
“Who’s going to write the schemes of work (SOW) for fifteen texts?” These 
rhetorical questions were all fairly cynical in nature because Jeffrey was responsible 
for both teaching and the exam results for Years 10-11, as well as for the current A-
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Level students. He felt that he had little time for the additional workload. He offered 
input into the choice of texts and was very interested in the assessment process for 
the IBD, saying “How do we set up this oral examination for 200 students over 3 
days?” His questions were pertinent [the school had never had oral exams with that 
number of students before] and reflected his growing interest in the new curriculum 
itself. 
2.1 (b) Interview with Jane: 29-8-06 in her science laboratory after school.  
Jane was a dynamic science teacher, highly qualified and focused on her subject 
area. She taught A-Level at HKPS for four years and appeared to be confident in her 
own abilities. 
MW: The follow up or flow on results of that would be where you have had 
excellent A-Level results up to now, what happens if the IB results change? 
I think our top students will still do very well. I don’t see any change there, 
umm the kids that we work very hard with, and that work very hard with us, 
are the kids with C and Ds. They [the students] can’t specialise [only take 3 
A-Levels] and have got to spread themselves more broadly, ummm they 
won’t be able to cope with independent study and I think their results are 
going to be terrible. We’ll see how it goes, maybe I’m being overly 
pessimistic, but I can’t see it working well. 
MW: Do you see it being beneficial for the students? 
That’s interesting, I think, for the top end kids it’s fantastic, I think it’s 
awesome for the top end kids. There are issues ummm if they want to do 
medicine, they have to get special dispensation to study three Sciences umm 
that’s just rubbish, but that said, If I was a kid, I think I would have quite 
enjoyed the IBD course. Apart from the extended essays and coursework and 
that sort of stuff, which I assume I wouldn’t have done, because I don’t like 
coursework, I prefer the exam. Ummm I think for the weaker students, if they 
can get their head around it, if they can do it, and if we can prepare them to 
be ready for that challenge, then, they’ll get a lot more out of it than the A-
Level course – it’s more challenging. I think that if we can’t do that, then 
we’ll have kids coming out with the kind of grades where they can’t get into 
university and they’ll have to go to another system. That’s what I would like 
to see I’d like to see the data on our students after they leave. What the drop-
out rate is after half a year, because they come from Hong Kong where it’s a 
safe environment, where they are used to this small place, where they know 
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everybody etc., etc., and just the culture shock going somewhere like London 
where it’s umm freezing cold, certain bits are dangerous, everything is very 
expensive, they won’t know anybody, everybody’s into different things, 
compared to over here, a complete change of culture. Ummm and on top of 
that the fact that they’ve just been spoon-fed for the last two-years, 
depending on what they’ve been doing or what sort of classes they’ve been 
in. Oh yeah, I’d like to see the stats on that actually. Ummm 
MW: It’s interesting you said that you’re better yourself at passing exams than doing 
coursework. Is that something that is common to science teachers? If so, how 
would this preference for exams rather than coursework affect your planning?  
I think that varies from teacher to teacher, I think it’s a personal thing, 
ummm the biologists seem to love coursework, ummm it seems to suit their 
kind of mindset more, umm as a scientist I love to solve problems and you 
can’t always do that with coursework, ummm it gets too complicated. If I 
could set a coursework question that is very open ended then I would start to 
enjoy coursework again. As a kid I always found that with coursework, you 
had to keep it all in the same place and keep it all neat and tidy, and you had 
to hand it in on time, ummm you had an extended period of time in which to 
do it.  
MW: What about kids with language problems, how are they going to cope? 
I taught ESOL students last year and I’ve got a lot again this year. And I 
don’t find that I have that much of a problem. What were we doing 
yesterday… oh yeah we were using words, such as displacement, 
superposition, but these are words that, that they’re not words that you use in 
English terribly often, so you give them a very clear definition and they’re 
quite happy with that. Ummmm and then you get the maths the maths is 
universal anyway, so they could follow through with their formula. We don’t 
use a great deal of the writing I suppose. 
MW: Yet, traditionally science has been popular with extended essays in the IBD 
programme, so how will that affect you? 
Oh, Ok, I hadn’t thought of that. Ummm. Yeah, you’re right. The whole EE 
program fills me with a certain amount of horror. Ummm the very concept of 
an EE makes my blood run cold. Ummmm I can see that you can get some 
very good stuff, I have looked at some of the titles, it looks great. That’s fine. 
But, ummmm, I can also see if each student is supposed to have one teacher 
that is involved with supporting that student, ummm.  
MW: Supervisor? 
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Yeah that’s it. And that’s great till 25 students want to talk to the same 
teacher. And I don’t know whether the system will exist to sort that problem. 
There’s also the problem that, I don’t know how to say this without being 
rude, so I won’t bother, that some teachers won’t be able to handle 
supervising an extended essay. To be blunt Ummmm, that’s not an issue in 
our department, we’ve got four fantastic teachers, really, really top drawer 
I’ve never worked in a department like it. That’s good to see on the whole. 
Ummm but then if, half of each class, want to do their EE on say Physics, 
well that may be 10 students each, that’s not possible. That’s not going to 
work. So what do those students then do, I mean, even with scientists you 
have to put the science in and then figure out what is going on. If their 
specialism is say French or History or whatever, they’re not going to have 
the technical knowhow to get involved. So, that worries me rather.  
MW: How will you manage the written part of the EE? How will the ideal physics 
student manage with an EE? You will have at least two or three.  
Umm I’m not sure how the kids will manage, but I do a lot of reading outside 
the subject and I have a couple of books that are a fantastic example of 
physics writing. Uummmm physics writing at its best is fantastic. It’s taking 
very, very complex concepts and simplifying them so that any idiot could 
read it [the EE] and get something from it.  
MW: Like Stephen Hawking? 
Well, I suppose that’s the classical example but, actually he’s almost 
incomprehensible, so…(laughs), maybe he’s not such a great example. Most 
people I know only reach page 14 – that was the average length of time that 
people read it. And you can understand why, towards the end, he goes 
completely loopy and stuff. Blabbering on about the existence of God and 
stuff, which really doesn’t have the right dimension. There’re all sorts of 
fantastic science writing out there. I’ve just started reading a book, Richard 
Dawkins latest one, about the existence of God, which is interesting, if 
creationism is put against evolution, anyway that’s by the by. Is it useful for a 
physicist to have the experience of writing? Definitely, I think there is too 
much of a view that communication is not that important in science, and 
that’s what you get in one stage between creationism and evolution, because 
the evolutionists have done a particularly poor job of explaining what has 
been done and the creationists and the media have been jumping on what has 
been explained and done. And, for example, scientists said for example, “No 
of course we haven’t proved evolution!” And of course that gets jumped on, 
“They haven’t proved evolution!”But you can’t prove evolution! It’s a 
scientific theory and you can’t prove scientific theories. That’s not the point.  
MW: So what are your concerns then, or what are you happy about, if you had a 
choice? 
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Well, if I had a choice, we wouldn’t do it for next year… I’ve got enough 
going on now. Everything else has changed. What I want is the sand to stay 
the same. Just for a year or two. Obviously that’s certainly not going to 
happen, (sighs), I’m looking forward to it. Because I have taught the same A-
Level syllabus now for 5-6 years and it’s probably about time I changed and 
did something else and got a kick up the arse. Make me think in a different 
way, and the Theory of Knowledge stuff I’m very excited about. Really cool 
stuff, I’ve heard. I’ve read all sorts of science materials, I do a lot of reading 
around the history and philosophy of science, we’ll see. I’m very excited 
about it. There are other things, I don’t like, like the extended essay. 
My account of Jane’s responses: 
Jane and I had little contact and, apart from collegial contact in the staff room, we 
only met at staff meetings during this year. I perceived Jane to be confident in her 
ability to teach the science elements of the new curriculum, but she seemed reluctant 
to become involved in teaching other aspects, such as the EE. Her use of “ummmm” 
represented her thoughtfulness (and perhaps a degree of nervousness) as she took 
each question seriously and didn’t rush her answers. In addition, her reluctant tone 
about the EE wasn’t from the point of view of knowledge, but from the lengthy, 
written nature of the EE task she would have to supervise. In addition, she was 
concerned about the number of students who may choose to do their EE in science 
because it was such a popular subject, thus adding to her workload.  
Since Jane was in a different department to me, I could not observe her during 
her department meetings. However, in staff meetings Jane was quite amusing 
whispering to me with a quick, sarcastic manner, “Oh God, no not more power 
points!” In addition, she prided herself on her technological skills and after a 
particularly trying meeting focused on management trying to convince teachers to 
accept and adapt technology, she expressed her frustration to me, “I’ve got better 
things to do, I’ll never get these hours back!” Her frustration seemed to be because 
she felt trapped in a mandatory staff meeting, listening to a topic that had little to 
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offer her, and knowing that she had a multitude of other tasks to work on. I saw her 
frustration revealed as ‘us against them’ talk and noticed Jane sharing ideas with a 
group of disaffected teachers from other subject areas at that meeting. 
2.1(c) Interview with Vivian: 6-10-06 in her Science laboratory after school.  
Vivian was an experienced science teacher and HOD of her department. She had 
taught A-Level science for ten years and the IBD Science course for two-years at 
another international school.  
MW: So thus far you see the change process as a positive one? 
I think uhhhh the weakness in the change that concerns me is the students’ 
who have low ability, or who are opting to do 3HL or HL in Science, they 
might be better advised not to do the whole IBD course. I think that common 
sense will be outweighed. They [the students] have the opportunity to fail, 
which is pointless, quite like what we do with the AS courses. So my concern 
is having kids who won’t cope with HL in the HL classes and that will be 
impinging on those that should be there because they will find success. And 
how the department or faculty will manage that again going back to the four 
hours to get through a similar amount of content.  
MW: Well the inquiry-based learning is one of the strengths of IBD how can you 
draw on that in class? 
Inquiry-based is fine for subjects that are not as content heavy as science. If 
you are one of those teachers you can give the students the time to inquire, to 
learn it for themselves to understand it, you can fix problems that they have 
with understanding. You have a job getting them prepared for exams if you 
are content driven, so… the ability to do proper inquiry-based learning is 
limited. Because you have to get through the stuff, if you don’t get through 
the stuff you won’t be ready for the exams. So if you do not get them through 
the exams, they will not get the grades that they deserve, they will not get into 
the university that they want to go to and you’re not doing your job so…Our 
job is to get them through the exams, to get them into university into the 
course that they want to do [my emphasis]. So this is compounded with the 
lack of time that we have to deliver the HL at IBD. So uhhhh, inquiry-based 
learning absolutely wonderful, brilliant would love to do more of it, which I 
do, but, where I give a problem and give them a chunk of time and tell them 
to get on with it, I find it useful. But I still have to go back to make sure that 
they understood the concept that they meant to have come out of that. There 
is a skills aspect to IBD sciences that is difficult to prove, but there is a lot of 
content, it’s not just skills based. Subjects which are more techniques and 
skills oriented than inquiry-based learning will suit it. You actually get 
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through less content in two-hours instead of two discreet one hour lessons. 
That’s what we’re finding as a rule of thumb. Our problems been increased 
by two-hour lessons rather than being decreased by two-hour lessons.  
MW: So what are your concerns besides the time frame going from one to the other? 
Concerns are uhhhhh, concerns are limited, if you take away concerns about 
time and having kids in HL classes who should be doing SL in HL classes, 
from a science perspective I don’t have any concerns. I would like my staff to 
be trained as quickly as possible I think that training is important in order to 
give us the confidence especially from the coursework perspective. I have 
experience teaching IB and I have experience teaching IB coursework and I 
know what it’s like. Even though the assessment model is changing it’s still 
essentially the same stuff so not a huge number of concerns. I think it will be 
interesting to see what expectations are put on us by the school as far as the 
grades that we achieve. 
MW: What about the EE? 
The EE? Yes that’s a tricky one. For science it’s like a big lab, it’s you and 
me how are we going to get through this? For supervising, for space and 
resources, for an area where they can leave a long going experiment set up 
as they need to and they are not interfered with by normal teaching practice. 
So that will be a big thing. Secondly it’s an additional workload on teachers 
that they don’t have to do at the moment.  
MW: At the moment the majority of the marks for EE are for the writing of the 
assignment will that be a change for you? 
I’ve done them before it took a lot more time per student than you were ever 
given or you were ever allowed. So would it be a change, yeah absolutely. Is 
it extra work, absolutely, will there be recognition of that? No.  
MW: If both A-Level and IB are much of a muchness, with advantages to both, is 
there any point to making the change? 
I think if I had been a student I would be more challenged by doing the IBD 
than taking the A-Levels. I was a good student I got very good grades at A-
Level. But given the type of students that we have, even though it will be 
tougher for them, I think it’s better for them. I think a lot of our students are 
put in the position where they never fail anything or they don’t do well. When 
they do it comes as a shock. I think maybe it’s best to experience that shock 
now rather than later on in life. And I think by doing the IB there will be a 
large number of students that won’t be achieving the top marks all the time. 
Whereas at the moment they do achieve the top marks all the time.  
MW: Is that because the A-Level is easier? 
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My account of Vivian’s responses: 
Vivian was a HOD in a science department at HKPS. She had been a member of the 
IBD steering committee with me in 2005-06 and was familiar with the design and 
teaching demands of the IBD. She appeared to be accepting of teaching the IBD 
curriculum, as it was familiar to her and open to ideas such as TOK; however, the 
additional workload of the EE was an area of concern for her as well. I felt that she 
was concerned about the students’ ability to succeed in a mandatory science class 
and the flow on effect this would have on other science teachers.  
I thought that her administrative responsibilities seemed to dominate her 
response to the IBD because Vivian was the only participant that had taught the IBD 
before. Her familiarity with the curriculum meant that her responses were based on 
prior experience. She was concerned about the management team’s expectations 
about exam results and the lack of training for her fellow science teachers.  
On an informal note, Vivian was a quiet person, she tended to observe and 
stand back, whether this was because of her position as HOD, or shyness it was hard 
to tell. At a CPD day in May 2007, she was sitting next to me during a session on 
teaching English as a second language and said to me, “You do know that the maths 
teachers are at a planning session for IBD?” I was stunned, as I didn’t know. I had 
been told attendance at our session was obligatory, “Yeah, they insisted that they had 
to plan for the IBD, what makes them so special?” she said. I found this comment to 
be interesting as Vivian was frustrated bordering on bitter her mind was clearly not 
on the language issues in our session. This contrasted with the concerns she raised in 
her interview with me where she stated that her main concerns were the students’ 
lack of ability and language issues affecting them in science.  
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2.1 (d) Interview with Marion: 10-9-06 in the PE office. 
MW: What are your general thoughts about the change process as you have 
experienced it so far? 
It’s been constant, constant change since I arrived here five years ago, the 
same time X arrived (new principal). Some has been good, some has been too 
rushed, but on the whole I think the school is heading in the right direction. 
But there’s been too many changes, big time. Dunno, I feel like a new teacher 
again. I think while the change has been good, the pace of change has been 
hectic. 
MW: It’s early days, what about the kids who do AS or half an A-Level, they have to 
continue with all the IBD course? Will they opt for your course? 
When IB comes in? No I don’t think they will to be honest, it’ll definitely 
affect our numbers. At the moment with the diploma that is on the table, 
originally it was for students who were incapable of doing IB. If they run 
with that, I don’t think we will get the type of students who will be doing IB.  
MW: What do you mean by type of students? 
Umm well we get a real mix at the moment. Students who just scrape in with 
their C passes at GCSE right through to A* students, who want to go on to 
sports science or marketing or something like that. We won’t get the students 
at the upper end anymore.  
MW: So if you come under the science part of the hexagon, as you say there may not 
be that sort of component. 
That could actually increase the numbers. Big time, sports science it’s quite 
sexy at the moment, do you know what I mean?  
MW: Yeah, 
And if it’s something that they have to choose under the science part of the 
hexagon, then I think it’ll actually increase the numbers, it’ll be a different 
kind of course, but I think numbers might actually increase. 
MW: I’m an uncoordinated sort of person can students like myself, do sports 
science? 
From what I can tell, yes, it’s going to be a totally academic course.  
MW: How will you adjust to that pedagogically? 
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Well, fine, you know when we all did our PE degree, human biology and 
physiology were a compulsory component and I don’t think that will be a 
problem. Sports science might actually help in that sense because it’s seen as 
a viable option. The teaching, the teaching of it… the staff I’ve got at the 
moment are more than trained for it. And I think they will probably quite 
enjoy teaching it. 
MW: Good that’s good, 
Whether it’ll be a better course than the A-Level I’m not quite sure but, The 
A-Level is the cream of the crop you know, and that’s the one that everyone 
enjoys teaching. So in terms of our teaching we’re working at the moment on 
ensuring that we join the Diploma. 
MW: So if I knew something about the body, I could teach it? 
Yeah, it’s the same as the other A-Levels, there’re three units. Two are 
classroom based. 
MW: Which I could teach? 
Yeah exactly, one is based on sports.  
MW: What about language? 
Well, yeah, there’s actually quite a significant written section, they [the 
students] struggle, as they have to write essays. Unit three is about science 
and physiology. So a science teacher could teach it. You could teach unit 
one, unit two is about skill acquisition, how skills are learned and how to 
coach. The students are actually helping with the year 7 classes and doing 
some coaching and video analysis and then there is the practical component. 
So apart from unit two, unit’s one and three are taught the same way as you 
would teach.  
85 
MW: IBD seems to be inquiry-based and student-centred, so how will you adapt to 
that? 
I’m just thinking about my students at the moment. They have to write lots of 
coursework and so, they go away and write an intro and the other day they 
all marked everybody else’s. That’s been quite student-centred. They gave 
each other feedback, so that’s been quite student-centred. To be honest my 
knowledge of IB isn’t that great. It’s such a practical subject I think that it’s 
changed a lot in the last twenty years from jumping jacks on the playground 
it’s changed quite significantly. If you went into a PE class today, you’ll get 
quite a shock from what it was 10-20 years ago. But now with GCSE and A-
Level there’s a lot more preparation. The A-Level’s got quite a lot of 
coursework, to make it credible when it came in I think they went over the top 
with the amount of coursework and what’s involved so ummm.  
MW: Was that to add academic rigor? 
Yeah, definitely, we choose our own projects, quite a big project on sports in 
HK. Research and that’s student led and they have to sit down and do a 20 
minute analysis. Then they do the practical so there’s quite a bit all told.  
MW: I see so is this a pedagogy that you prefer? 
Yeah, yeah, definitely, but I think they’ve gone a little bit over the top with the 
A-Levels it’s a tough option. Unfortunately, some of the students that we got 
umm really struggle with it.  
MW: Struggle in what way? 
The sheer amount of writing and the English.  
MW: So that’s a problem for you, you have a practical subject with a large academic 
component? 
Well they go from the practical component of the GCSE being worth 50% 
and the A-Level being worth 10 %. 
MW: Oh gosh 
So it’s a huge jump, you see a GCSE student getting an A* on the back of 
their physical performance.  
MW: Do you think it comes down to motivation? 
Yep that’s a part of it. [laughs] 
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MW: So how do you see your role in all of this? 
In IBD? I’m not sure how much it will change lower down the school at the 
moment. But I’m sure that in time we will be moving to the IB Middle Years 
Program (MYP). From the little I do know but MYP, there’s quite a lot 
involved, it’s a lot more student-centred. They have to video themselves. So 
that will change our program quite a bit.  
MW: Do you think the A-Level should have stayed? Was it beneficial for the 
students? 
No I think, I think we live in HK Yeah? And the move to IB is the right move 
to make. Would the students be disadvantaged by staying with the A-Level? I 
don’t think so. But IB will produce better learners. I think it’s a good move 
for us to go to IB.  
MW: Thinking ahead to kids who go to University, do you think IB will advantage 
them? 
Yeah I think it will open their eyes. It’s like I said before, when you think of 
kids 15-16 years of age who are asked to choose 3 subjects so that narrows 
their scope of what they can learn. So yes I do think so, the philosophy 
behind it, I do agree with. From a departmental point of view, it’s 
disappointing. Because there will be a period when we don’t have… you sort 
of know that you are not part of it [the IBD]. I went along to the first few 
meetings and thought crikey, it’s all a waste of my time. Be honest, for me at 
the time. So I’ve not been involved in that process.  
MW: So overall, do you have any major concerns about the changes? 
I think they will struggle initially, but the first year they will have a very good 
cohort of students, our year 11’s are a good group. I would love my GCSE Yr 
11’s to do a sports science course. They’re a top set class and would do 
really well. Some of the students lack initiative sometimes. I wonder how they 
are going to cope with the whole IB philosophy. How to develop that, I don’t 
know. Just that…get up and go factor that students back in NZ or England 
might have. Is it a HK thing, is it the way the school is structured? I’m not 
sure. But it’s definitely noticeable. Sometimes I feel that I really have to 
spoon-feed the students here. I think crikey, how are they going to cope with 
IB? So that would be a concern.  
My account of Marion’s responses: 
I noticed that Marion appeared to be frustrated on several levels. Marion was 
concerned about the wide array of organisational changes that had been implemented 
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and as her subject was not directly involved in the IBD she was facing having to 
teach or supervise TOK and the EE and incorporate the other organisational changes. 
Her concern for the students’ apparent lack of initiative was commented on several 
times. Marion queried this lack of initiative as being a cultural issue, her perception 
was that they preferred to be spoon-fed and that would not match up with the IBD 
inquiry-based learning philosophy. 
I found Marion’s response to be clearly focused on her perspective. She was 
acutely aware that her department were going to be teaching mainly lower school 
students, as this would impact on them in two ways, firstly by not having senior 
students they would lose a perceived professional status as A-Level teachers. 
Secondly with fewer classes Marion was concerned that they would lose staff. This 
was an ongoing concern that was partly allayed by the realisation that all teachers 
would have to teach TOK and supervise the EE. 
2.1 (e) Interview with Paul: 24-9-06 
MW: Do you think you were consulted about these changes? 
I was never consulted. It was put in place when I was employed. It was 
presented to me in the interview so that was it. There wasn’t much I can do 
about that and I don’t mind that. I’m up for learning new things. 
MW: Compared to other change processes you’ve been involved in is this one better 
or the same as any other change process? 
Yes I think it’s for the best. I think it’s good for everybody actually. Some 
people are set in their ways, yeah. I think they just don’t want to get out of 
their comfort zone. I think change is a good thing. Because well we’re in the 
twenty first century, I just get the feeling sometimes that well some, if you 
have been working within a particular framework or curriculum, you know I 
mean it just become very stodgy, and static, it’s not moving anywhere. 
Whereas, this makes people look at their teaching styles, their teaching 
techniques, their actual curriculum, developing their curriculum, far 
broader, far more exciting. So I think that change is good, it gets you out of 
your comfort zone yeah. 
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MW: What about the support of the school in general, resources, time space? 
Well, I’m not HOD, I get what I need but I think I am going to have more 
support when it come to having storage, more classrooms, will they be joined 
together, or spread around. It’s better if they keep the department together 
but they will be decisions made elsewhere. They haven’t even looked at that 
yet and time is getting away on us. I don’t think they considered all these 
things. 
MW: Are you going to make pedagogical changes in your teaching? 
No 
MW: So you see yourself as a facilitator? 
I can’t see, no I can’t see myself making many changes. No not really, it’s 
just a matter of having to be ….I will be allowing a little more breadth 
actually, when they start to inquire and go on their own independently, I will 
be encouraging, encouraging them, however within subjects that we teach we 
do that now anyway.  
MW: So you think the A-Level is as good then? 
Yeah, yeah I do. 
MW: So is there any point to these changes if one’s as good as the other? 
The curriculum is too narrow in focus, it’s too Anglocentric, there needs to 
be more… yeah it’s extremely Anglocentric and hoping that will be the 
benefit of it. That is what I am hoping. It forces people to look at beyond 
listening to different voices, meeting different nationalities. I can tell even 
sitting as a member of the staff, and even when we have speakers from 
Australia, I can tell people don’t like it.  
MW: What are they threatened about? 
Well the way I see it, they see the British Curriculum as the top of the pecking 
order and it’s not. They see it as top of the pecking order and because they’re 
British they have ownership of this and now we’re bringing in IB, well it 
means that we’re all on equal footing here and it’s no longer a British school 
it’s an international school and it has an international curriculum. Therefore 
we’re all on an equal footing really and it’s not just, it’s our curriculum and 
you’re teaching our curriculum. I don’t know. 
MW: Do you feel like an outsider? 
Yeah, I felt very intimidated, I shouldn’t have, but I lacked confidence, but I 
felt intimidated when I first arrived, very intimidated [my emphasis]. But 
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the subject that I teach in, I feel that I have a great deal of expertise in, so 
there were no worries about that. It’s just among the staff, when I would 
speak, just, I would have a different accent, I would feel very different, very 
shy. But now I don’t I’m all right I don’t care anymore. But also we start the 
year at different times, and I found that hard to get used to and the whole 
exam… that notion of exams, that exam culture, I don’t come from that so… I 
found that a bit antiquated… 
MW: You mean the exam as a product not a process? 
Yeah, yeah exactly, you know you are judged by your exam results as a 
teacher and I just find that ridiculous.  
MW: How will IB improve that for you? 
Possibly not, but, it probably won’t improve it that much, I mean. But it’s just 
not going to be called the British curriculum anymore.  
MW: Do you think that will affect the whole school? 
It should, as an IB school, it should. It’s going to upset some people [the 
British teachers] though. 
MW: In what way, how will it translate to classroom practice? 
I can’t say that, it’s up to some teachers how they handle it. 
MW: Will it be beneficial for you? 
Well for us it will, because it suits our subject it suits the way we work. Any 
good teacher should be a facilitator. 
MW: The inquiry-based approach is one of the strengths of IB how will you 
implement in your classroom teaching? 
Well we already use the inquiry-based approach. The whole subject is based 
on that. A lot of the keywords used in the IB Learner profile we already use 
in our subject. That makes the transition easier. 
My account of Paul’s observations: 
I thought that Paul’s response was strong and assertive. He stated that he felt like an 
outsider, on the fringe of the professional groups in HKPS. He seemed to regard me 
as a fellow Australian who shared his concerns about the cultural limitations of the 
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A-Level curriculum. I didn’t indicate to him that I agreed with his ideas or not, I was 
trying to maintain rapport with him yet not add my own bias. This was A-Level of 
‘us and them’ talk that he felt was creating social bonds with me. I felt that he 
needed a voice, a confidential voice to express his ideas to.  
Paul was the only participant to insist on meeting me outside the school for our 
formal interview. He chose a coffee shop in Happy Valley after school one day. This 
was a quiet, casual, social place and he was relaxed and willing to engage in the 
discussion. Of all the participants, Paul approached me most often. For example, 
Paul met me several times on a casual basis, outside the school in the rain waiting 
for a taxi he said, “That’s is what I am looking forward to [moving away from the A-
Level], that there are a lot of people in HK who are not British [and resent the 
Anglocentric culture].” This seemed to be a fervent expression of his feelings of 
being an outsider, an Australasian teacher surrounded by British values. Later, in 
May 2007 at the Yr 13 school ball held at the Aberdeen Marina Yacht Club, whilst 
we were sharing supervision duties, he said “It is upsetting a lot of British people 
they feel threatened.” This was an example of ‘us and them’ talk that expressed his 
impression that he and I shared similar views about the culture of the school.  
Yet talking with Paul formally and informally over a period of time, revealed 
differing views. For example his personal feelings were more critical, demonstrating 
his own feelings of isolation or not fitting in. His repetition of “British” symbolised 
the system that he found to be alien and unlike his own cultural and professional 
values. His pleasure in the change away from the A-Level revealed a deep personal 
response as well as a professional one. 
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2.1 (f) Ron HOD of creative arts: 
MW: What are your general thoughts about the change process as you’ve 
experienced it so far? 
You mean IB from A-Level? I think there are specific cases at school… 
really, we’ve been so busy trying to implement what we’ve already got in 
place that there’s been a real lack of time allowed for making the transition 
to IB. luckily in my case, I’ve been an IB examiner for years, so I’m pretty 
familiar with the procedures already. So it’s not too much of a shock to me, 
but I think for the average teacher there’s a real time issue in trying to work 
with two different methods simultaneously, it could be quite difficult. 
MW: That’s very interesting. Do you think it would be very beneficial for the 
students in the long run? 
I do actually, I think it’s going to be… in terms of art, it’s going to be a much 
less pressurised situation. I think the whole verbal/oral thing is going to 
prepare them [the students] much better for life, because they can’t just hide 
behind a big rock and create the work, they’ve got to be able to justify and 
articulate and argue and be self-critical, and I think these really are life 
skills that they can implement whether they decide that they’re going to 
follow through on an art degree or not, so I think that’s going to be hugely 
beneficial  
MW: So, what about ESOL students and multiculturalism, how’s that going to affect 
what you’re teaching?  
Well I think in IB, those students are going to fare better because in the A-
Level, we have a unit of work that is really completely analytical and written, 
and the ESOL students really struggle with this. What we do in school at the 
moment is we encourage these particular students to spend a lot of time with 
the ESOL department to try and get support with the actual written skills, 
written English skills, and what we do is we provide the art input, we provide 
the subject specific input. But there’s no doubt about it, I think they do suffer 
at the hands of the fact that there has to be a written unit that consists of a 
sixth of the mark, in fact now a quarter of the marks. 
MW: So is the A-Level something you prefer sometimes? 
I think it’s very vigorous academically and obviously that’s great for the high 
performing students and I think the whole written component that comes into 
the course, in a sense we’re all reluctant to do it because in art, we really 
want to be practitioners above all else.  
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MW: What about school administration? 
Absolutely nothing. Absolutely nothing. You know, really there’s been 
nothing. The IB coordinator does set the general paperwork, but there’s 
never any explanation of anything, there’s no back-up, there’s no questioning 
as to whether we’ve read it or understood it, and subject specific… 
absolutely nothing. It’s almost as if it’s just not happening.  
My account of Ron’s responses: 
I felt that Ron’s responses reflected his ongoing administrative role rather than his 
personal concerns about the changes ahead. As HOD of a creative arts department 
Ron felt strongly about the lack of support he was receiving from the management 
team. His concerns were for the demands of the written and oral components of the 
IBD and the impact this would have on the final examinations. Ron saw himself as a 
practitioner and the addition of the significantly increased written and oral skills 
seemed to take away from the production that he valued. 
On a more informal note during a Monday morning briefing in term three 
2007, Ron was standing next to me at and whispered to me “Why do they drag us 
down to these meetings every Monday? I’m not interested, they could email me all 
this info.” These Monday meetings were a fifteen-minute catch up session that was 
mandatory for all staff to attend. As Ron and Paul’s rooms were two buildings away, 
it was the only time during the week that I saw them in person. However, it meant 
that they had a late start every Monday morning and felt it wasted their time. This 
seemed to demonstrate how subject teachers were ‘locked’ into their own department 
and subject area, without a sense of unity with the school as a whole. 
3. The teaching roles of the participants in the curriculum 
changes 
These interview responses pertained to research question # 2: What teaching role did 
teachers play in the curriculum change in HKPS? 
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3.1 (a) Interview with Jeffrey 6-9-10 in his classroom after school.  
Jeffrey was an experienced British teacher. He had studied in the British A-Level 
system and went on to become an A-Level teacher.  
MW: Jeffrey, what are your general thoughts about the change process as you have 
experienced it so far? 
The change from A-Level to IBD? 
MW: Yes, compared to other change processes you have been involved in, is that 
something better or the same as change processes? 
Well, sort of curriculum change processes. If you think of something [a new 
initiative] such as two-hour lessons, it seems to be discussed one day [by the 
management team] and harped on the next. You just whipped through that 
one. Whereas the IB process, it seems to have been going on for a very long 
time. And like a lot of people at school, it’s incredibly frustrating when 
you’re going at the velocity of IB all the time, it’s like can you show us the 
syllabus, can you tell us what we’re actually doing? Once that started 
happening, that’s fine. It’s up to the departments to do it do you know what I 
mean? So, to me it seems like you know, things are going a-pace, things are 
pretty manageable, but how the other departments are going I’m not really 
sure. 
MW: Yes. 
It seems to have grown for a very, very long time, but I think it was at first 
highly theoretical. The closer we get to it, the more practical we seem to be 
getting, so things are becoming realistic, and I think it could have got a lot 
more practical a lot more quickly. We seem to have been talking about IB for 
2 years, before anyone’s shown us anything like it, so it’s becoming… the 
closer we get, the better it’s getting, which is predictable I suppose.  
MW: What are your concerns about this change? 
Well, not just this change, any change. I think that it will be down to the 
teachers to make it work. Currently how the school works is they [the 
management team] announce the change, then leave it to the teachers to 
make the change work. A third of the people say that the first year through, 
[the management team] forgets them. They’re lost [the teachers], they’re 
gone, they have no hope they’re doing as well as they could [the teachers], 
but no-one seems worried. I’m concerned about the training that we’ll 
receive. I still haven’t received the standard level of training for IBD 
English, which is a bit worrying. I’m assuming there’s going to be a lot of 
other… I’m assuming anyone who’s ever taught English in schools is going 
to be teaching IBD English. Again here we [English teachers] know nothing 
94 
about it. I imagine they’re [English teachers] going to be drawn upon but 
when are they going to be told, or when are they going to be told what to do? 
So there’s this horrible thing is we’re going to have about 4 weeks to the end 
of the year where…. everything happens. And in English again, that doesn’t 
work [due to the planning for fifteen texts]. But it seems to me we’re [English 
teachers] preparing alright, so I’m not that concerned about that. But we’ve 
foreseen this flurry of activity at the end of the year. 
MW: So is it time? 
It’s always the problem isn’t it? It’s always the problem.  
Informal feedback from Jeffrey 
Jeffrey anecdotal feedback to MW: January 3
rd
 2007 Staff meeting about 
planning/preparing for the IBD curriculum: 
Jeffrey was sitting with me at a table in the Library. It was winter and freezing 
cold, because the heating system was faulty. We were talking in a group (mixed 
teachers) about the change from the A-Levels and the impact on students. 
I think, you know, I actually think very few people can defend A-Levels any 
more. Everybody knows they’re not that hard. [We all agreed with this] Or 
that certain subjects are harder than others… [We agreed and suggested 
science as an example]But even with the A-Level, you get students here that, 
students who have picked a subject for no earthly reason you can fathom, 
they just seem to hate it [or their parents chose it for them].  
My account of Jeffrey’s observations:  
I could see that Jeffrey was reflecting on and shifting his thinking from the A-
Level curriculum, yet his lack of confidence in the students’ engagement in English 
continued. This could have been because the students’ weren’t enthusiastic, or 
because their parents had high expectations and forced them to do certain subjects 
against their will thereby creating “You can take them to water, but you can’t make 
them drink it’ response. 
As time went by, Jeffrey became engrossed in the planning for the resources in 
the English department. At one department meeting I asked him quietly how he felt 
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about how things were progressing and he said with a serious tone, “blind panic!” 
This was the end of term three and the IBD was fast approaching. 
3.1 (b) Interview with Jane 29-8-06 in Jane’s science laboratory after school. 
Jane was an experienced, British, highly qualified, A-Level science teacher. She had 
taught in HKPS for four years.  
MW: What are your thoughts about the change process as you have experienced it so 
far? 
Any change or as it relates to the IBD? 
MW: Any changes at all in the last couple of months as it relates to the change to 
IBD? 
Oh well, in that case, it’s been simply hectic in science. We’ve changed our 
KS3 course and our GCSE to the IGCSE, we haven’t written our schemes of 
work yet. So we can’t really hit the IBD until we finish those, besides which 
the final IB science syllabus won’t come out till March 07. They [the exam 
boards] make amendments every now and again and its amendment time, so 
we won’t have time till then. 
MW: What doesn’t give you much time for a lead in 
No it doesn’t give us much time, umm. 
I don’t think the changes [in the science syllabus] that will come out in 
March will be that different from the syllabus that‘s already there, ummm. I 
just think that at the moment my head’s still kind of spinning a bit from all of 
the other changes [organisational changes] that are being made in the 
school. So while I’m enjoying the two-hour lessons and the new pastoral 
system, I know people [other teachers] that aren’t, so…personally I’m kind 
of, dealing with the stuff in front of me before dealing with the IB. 
MW: So what changes do you see taking place in all the classroom practices in the 
IB? 
Apart from the IB syllabus, I envisage it being a more structured, a more 
structured process. We really need to put in place a series of more practicals, 
which the kids can take part in. The whole syllabus is built around those 
practicals so ummm I realise that it will take a bit to set up and it depends on 
numbers and so on. Well, we will have different students going at different 
rates through the whole thing. So if you have a really able student you can 
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have them going through several but if you have a student who is weak and 
can’t get through them quite as fast, we’ll spend more time with them. We’ll 
be more involved with them, there’ll be one or two who blaze a trail into the 
distance, that is fine, ummm I noticed a lot more open ended questions and 
stuff, but it all comes down to time and energy really. 
MW: What about the support of the school in general for resources, labs, time etc.? 
Well, I think that labs are going to be the first thing. I mean this year we’ve 
had to go out and buy lots of new practical equipment to cope with the 
number of kids who are studying Physics. And the school has coughed up for 
that so far. IT resources are going to be an issue, anyway, depending on 
whether we get laptops for all, ummm. The biggest problem is going to be lab 
space. We need another lab.  
Jane’s anecdotal feedback to MW: after the staff meeting 3rd January 2007: 
Jane was part of the group that Jeffrey and I joined discussing the students’ 
engagement in their studies. 
I look at some of the students I’ve got this year and they’re completely lost… 
I don’t know what they were up to in Year 11. They’ve got no idea about how 
to do an exam, none of them, no idea at all. I haven’t looked at the IBD 
syllabus in enough details to see if there was enough of a jump between Year 
12 and 13. I suspect that there is a change, I suspect that it’s a more flatter 
course umm, over two-years [Jane was predicting as she hadn’t taught the 
IBD yet].  
Jane at meeting for future EE supervisors, 2ndMay 2007 
I think a lot of students will choose physics, where is the extra teacher time 
coming from? 
I found Jane’s response to her role in the change from the old to the new 
curriculum to be critical. Like Jeffrey she was dealing with the ‘now’ and there was a 
layer of uncertainty in her opinions of the change. Her confidence in her abilities as a 
science teacher seemed to be undermined by the thought of the changes that she 
faced. 
Jane was concerned about the rate of change. She was very social and mixed 
with other teachers outside the school. Jane’s interaction with other teachers resulted 
in a growing awareness that the other changes at the school were not widely 
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accepted. She seemed to prefer to focus on day-to-day issues rather than the big 
picture and the accompanying changes that lay ahead. In addition, she seemed to 
focus on the final outcome of the assessment rather than the process of learning. 
Despite her apparent façade of confidence, she appeared to be anxious and 
concerned about the administrative changes that she faced. 
3.1 (c) Interview with Vivian 6-10-06 in her science laboratory after school. 
Vivian was an experienced British, science teacher and HOD. She had taught the 
IBD in a previous international school and had taught A-Level at HKPS for four 
years. 
MW: What are your general thoughts about the change process as you have 
experienced it so far in the transition towards IB? 
There’s been a lot of meeting time devoted to discussing change particularly 
in the implementation group [IB steering committee]. Some of that meeting 
time has been useful some of it hasn’t. There’s certainly a plan in place 
………and the plan has been adhered to. The authorisation visit is bound to 
happen and we will be authorised, it will be very successful, I don’t see any 
reason why we shouldn’t I don’t see any problem. From a science 
perspective, from a physics perspective, I think the rate of change has been 
fine. We don’t have huge difference in content between the A-Level and the 
IB. The coursework is different, not enough of us have been trained in that 
yet. But that will happen slowly and I guess be ongoing over the next few 
years. I think that…. I think that the rate of change and the implementation 
has been fair, there’s been a lot of warning to staff that this is happening. 
We’ve known for a long time when it’s coming in. I suppose not having not 
being able to dedicate enough time during the year to how that change is 
managed in our subject is the real pressure because there is a lot of change 
going on elsewhere [my emphasis]. I think that if the only thing that was 
changing in the school was that we were moving to IB that would be much 
more beneficial to the staff than all the other things that are going on 
parallel to moving to IB. I think that a lot of people are stressed and they 
would be less stressed and fed up by the change to IB. I am quite confident 
from physics point of view that we will make the transition relatively 
smoothly. I think the two-hour lessons are more challenging for us than the 
IB at the moment. So I think there’s been plenty of lead in time, the science 
department needs more time to work on it, which we’re probably not. 
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MW: What about the AS module system, compared to the two-year IBD will that be 
an advantage for you? 
I think for the students it’s a disadvantage from a pure grade perspective, 
because if students pay they can afford to resit (exams) as often as they want 
to and often they do better in a resit. I think that our IBD course will be 
designed so that there are regular internal exams along the way. But it’s not 
quite the same as the module system. 
MW: Do you think there will be pressure put on you? 
I don’t think it’s pressure but up until this year my only meeting with the 
principal about physics, in my role as HOD of Physics has been about exam 
results. That hasn’t happened this year which is good, but nothing has taken 
its place, so I haven’t had a meeting with the principal about my role as 
HOD of physics. So maybe there won’t be pressure but I think that there will 
be a comparison between the previous A-Level results and the first couple of 
year of IBD. I don’t know if that is pressure or not, but a comparison will be 
made.  
Informal feedback from Vivian 5th January 2007 
This was a casual meeting with Vivian and me and other HODs in the staff room 
whilst waiting for lunch. 
All the science teachers feel that there is a tension, there is a tension between 
doing proper science which is inquiry-based and doing school science, which 
is to get you through an exam. That’s the tension which is not solved by two-
hour lessons because we aren’t given any more time with students we’re 
given two lots of two-hours, instead of two discrete one hours so it does not 
help. They’re [the students] not used to failing and if they do fail they want 
another bash at it and that is why the modular system is in place, it gives 
them [students] another chance, that’s not what real life is about. 
Vivian before school briefing in staff room 25
th
 April 2007 
I was talking to one of the teachers the other day about what is a fact, and 
that has come directly from Theory of Knowledge because we would never 
have thought about it before. That’s got to be a good thing. So yeah, 
Vivian stated to MW after a staff meeting March 2007:  
“I’ve been using computers in my science lab for years, why treat me as If I 
am a newbie?” 
Vivian to MW: in staff meeting regarding staff survey April 2007 
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“They all agree, it’s a nightmare, we only see the students three times a 
fortnight in the IBD standard level classes.” 
I could see that as a HOD, Vivian’s role differed from Jane’s role. They were 
both science teachers, yet Vivian’s view of her role demonstrated her concern about 
the changes that her department faced. It was apparent that apart from her confidence 
in her own professional abilities, Vivian was concerned about the students’ abilities 
to learn. Vivian was expressing her concern that the students may not have the 
language ability or indeed the motivation to do well in such an academic course. The 
implications of the new timetable were beginning to dawn on her and as a HOD she 
could see the difficulties ahead with the gaps in students’ learning. 
3.1 (d) Interview with Marion 10-9-06 HOD and Physical Education teacher in the 
PE Office. 
Marion was an experienced Australasian physical education teacher. She had taught 
in HKPS for five years. Her subject was an A-Level subject; however, it was not an 
IBD subject. 
MW: What about pedagogical change that you perceive taking place over the next 
twelve months? 
Well, we’re in a little bit of a different situation, their [IBO] introducing a 
sports science option. The earliest it will be up and running is 2009. We have 
applied to run it as a pilot course. For us it’s a bit disappointing, whilst the 
A-Levels is good, most of us teach the GCSE [years 10 and 11]. Our styles of 
teaching have changed a little in the change from one hour to two-hour 
lessons. However for KS3 [years 7-9] and KS4 [years 10-11] we have kept it 
to one-hour lessons. The A-Levels is good, the change to the philosophy is 
good and everyone has responded to that positively.  
MW: How do you see the pedagogical change in the transfer to the IBD course? 
What, what do you mean? 
MW: Have you seen the new pilot course yet? 
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Nah, it’s being developed. No sorry, sorry, it’s quite a big change with A-
Level it’s obviously broken down into three units; a physical component, a 
historical component and an exercise in physiology.  
MW: What about the change from the A-Level modules to the two-year system of 
IBD? 
Well I think of the A-Level as a two-year course, do you know what I mean? I 
don’t know enough about the sports science option to compare the two to be 
honest. With the new IBD it’s more of a sports science option, more to do 
with the internet so it’s more appealing to students. But as far as I know 
there’s not that physical component. Which is disappointing for us, where we 
might get students who struggle in the classroom, who might get recognition 
for their physical ability, I’m not sure that’s going to be the case for the new 
sports science option.  
Informal feedback from Marion while attending a school parents’ night about the 
IBD 7 March 2007, held in the school hall. Marion was sitting next to me while we 
waited for parents to arrive. 
We’ve [PE teachers] always fought to get noticed now we have to wait until 
2009. 
Marion’s apparent indifference to the IBD was based on her assumption that 
her department was going to be sidelined. Marion’s comments reveal a slightly 
resentful tone as she thought she had no direct link with the IBD until 2009. 
However, once I mentioned that all teachers would have to take part in TOK or 
extended essay supervision, her tone changed and her interest perked up.  
Some of Marion’s comments reflected a feeling of hurt, or disillusionment, as 
Marion and her colleagues had spent so much time and effort to be taken seriously as 
professionals and were now being relegated to being junior teachers as their subject 
[at that time] was not considered academic enough according to the IBD curriculum. 
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3.1 (e) Interview with Paul 24-9-06,  
Paul was a creative arts teacher, location a coffee shop, after school. He was an 
Australasian teacher who had come from a curriculum that did not have 
examinations. He had taught the A-Levels at HKPS for four years. 
MW: Do you think you were consulted about these changes? 
I was never consulted. It was put in place when I was employed. It was 
presented to me in the interview so that was it. There wasn’t much I can do 
about that and I don’t mind that. I’m up for learning new things. 
Informal feedback from Paul 3
rd
 January 2007 
We’re going to inherit students who have never taken art before. But because 
of the nature of IBD we’ve got the time I do believe to sort of um, you know 
build those skills. Skills that students have to have they need some sort of 
framework before they start work in depth. So they’ll have at least six months 
to a year to build those skills. I mean the class sizes at our school are already 
too big in the junior grades, and there’s not a great deal of communication 
that I’ve noticed between management and staff about class sizes, we’re just 
told. 
Paul while waiting for a taxi outside the school 11
th
 February 2007 
They [the British teachers] don’t like it [the change to the IBD from the A-
Level], it’s very British, very British. That’s is what I am looking forward to, 
that there are a lot of people in HK who are not British. It is upsetting a lot of 
British people they feel threatened. 
I met Paul for the formal interview at a local coffee shop because he was most 
insistent that we meet outside the school. He did not seem to have many links with 
the other teachers outside the school and his data reveals an underlying concern for 
the way that that British culture impacted on him and the students. He was nervous 
at first, then opened up and was very enthusiastic in his responses to questions as he 
appeared relieved to have a voice, particularly someone he felt would understand his 
frustrations [I am also Australasian] with the British system. In addition, he seemed 
very confident in his own abilities. I wondered if he was being overconfident as the 
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IBD still had an examination element, plus it had ongoing links to Asian culture and 
reception more than production. 
3.1 (f) Interview with 2-10-06 with Ron HOD and creative arts teacher, in meeting 
room LG, after school.  
Ron had taught the A-Levels in England for seven years, in the Middle East for eight 
years and four years in HKPS. 
MW: How do you see your role in the classroom now? 
You mean in terms of IBD and A-Level? 
MW: Yes 
I see my role as continuing to build skills, and really just trying to build on 
knowledge and awareness and understanding, and really at that stage, trying 
to relate it to life, to real life, the kind of questions that we ask ourselves 
about who we are, socially, politically, religiously… how we fit into the 
framework of life.  
MW: The inquiry-based approach is one of the strengths of IBD. So how would you 
approach this? 
Well truthfully, I think we really do that already. When students do our 
subject at A-Level, what we do is, we provide a very rigorous tried and tested 
structure for them to work within, a framework that they can use, and I 
suppose one of the benefits of the A-Level course is that they do go through 
this same structure 4 or 6 times, and they are really familiar with what the 
beginning, the middle and the end, in a broad sense, looks like, how to pool 
that together. But what they get to do themselves, is they get to choose, with 
consultation with us and support all the way through, is they get to choose 
the starting point and the direction that their work will take, and what we’ll 
try to is consult with them at every stage and try and drip feed them as much 
subject specific information as we can, we’ll try and suggest alternatives, 
we’ll try and help them to avoid pitfalls or you know, make the pitfalls as 
small as possible so they’re not going to fall down too far – enough to learn 
from.  
MW: What about the number of students doing your subject do you think that will 
change? 
I think it’s dependent on the strength of their other subjects. I think we’ve got 
a lot of strong competition from the film & media courses. I think we’ve got a 
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stronger competition from them, but I have a strong feeling that we will fare 
really well in terms of numbers. If other schools are anything to go by, I think 
our numbers are going to go up. But who knows? Time will tell. A lot of our 
current year 10 students, the first cohort, the ones that have just gone into 
year 11, they have indicated that they’re really interested in taking up visual 
Arts in IBD, but of course we’re going to get students from other subject 
areas as well.  
MW: Will you have time? 
I think that is a real concern. In our department, we are timetabled really up 
to the hilt. There are two members of staff. We’ve ended up with three 
GCSCE groups this year for the first time – we’ve always had two – and 
three quite decent-sized groups of 16 or 17. So I can really see that the trend 
anyway is for the subject to grow so I think we’re going to move into a 
situation where we have some issues with accommodation, and we’ve 
definitely got implications that we’re going to need another part-time 
member of staff, probably next year.  
MW: Are you looking for a Western teacher? 
Not necessarily. I haven’t really thought about that, but not necessarily. It 
depends on skills that they can offer and the knowledge that they have.  
MW: So how do you see the change process so far, with increasing numbers and 
your limited time? 
I think there’s always a tendency when you’re a teacher to feel like you’re 
overworked and you don’t have time to address the issues. I think if I was in 
a situation where time was tight [the IBD is two-years] I think I’d be 
beginning to feel quite stressed by that. The only reason I feel OK is that I 
have some prior knowledge. I’m actually quite familiar already with what it’s 
going to involve. But I think my colleague and my partner has a lot less 
knowledge than me, and he’s going to be in a situation where really, he’s got 
to invest a whole lot of time, her own time, because it’s not built into the 
teaching schedule at the moment, we don’t have any extra time, so she’s 
going to have to make a huge personal investment in terms of time to just get 
up to scratch. The subject is the same. The emphasis is slightly different. And 
obviously, assessment is quite different as well. So these are the kind of 
things that really, we could use some extra time for. 
Informal feedback from Ron in staff room at morning briefing 3rd February 2007. 
Having listened to a management team chat about the two-hour lessons Ron 
whispered to me: 
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If we get through this I don’t think it’s necessarily by design, I think it’s 
through good work and chance more than anything else it’s all up to us. 
I perceived that Ron’s role as HOD of a creative arts subject was that of both 
teacher and administrator in a subject that had been an elective dominated by junior 
students. The advent of the IBD meant that all Yr 12 and 13 students had to do an 
elective and his department would have a significant increase in the number of 
students. In addition, the IBD had an oral examination component and a written 
component as well as a production element. He had multiple concerns regarding the 
organisation of his subject and the change in focus from the Eurocentric A-Level to 
Asian artists.  
However, Ron didn’t focus on his own personal perspective of his role. This 
may have been because the formal questions shaped his response, or because as a 
busy HOD he hadn’t gotten to that stage of reflection yet. He may have focused on 
the holistic needs of his department to the detriment of his own needs. 
4. Conclusion 
In this chapter I have displayed data about participants’ responses to the 
organisational changes that were preceding the new IBD course and their roles in the 
process of change taking place. This descriptive work has helped me to reflect on 
each participant’s thoughts and ideas, and to begin to formulate propositions and 
concepts about what the transition year meant to them collectively. 
Here are brief summaries of the participants’ views about changes and their 
roles expressed in initial interviews, ongoing anecdotal chats and informal meetings:  
Jeffrey was the most outspoken and passionate of the participants. His 
responses were thoughtful, critical and at times cynical. He made it clear that his role 
was to teach and the students’ role was to learn. The new teacher-centered 
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curriculum blurred these boundaries for him because now he had to take a backseat 
and trust the students to really learn independently. 
In a way Jane was similarly outspoken, yet seemed more focused on her needs, 
her pride in her expert teaching status, and her apparent need for affirmation through 
successful examination results. In the formal interview she seemed critical of the 
new curriculum, yet willing to ‘sit on the fence’ and see how it worked out. Her 
concerns were focused on the students’ ability and the fact that she would be 
responsible for large classes of mixed ability students, instead of her usual small, 
elite groups. 
Vivian was the only participant who knew what she was in for. Her IBD 
experience had taught her the wide scope of knowledge and skills required and the 
amount of space she would need to implement the increased number of classes. As a 
manager she had other responsibilities and the IBD wasn’t her only concern during 
that year. 
Marion’s attitudes fluctuated the most. At first in the interview she was fairly 
laid back to the point of laughing cynically about the new curriculum because she 
wasn’t going to be directly involved until 2009. This delay caused problems for her 
in other ways besides teaching: potential job loss and loss of status. However, her 
attitude changed dramatically during the interview once she saw an opportunity for 
PE teachers to participate in the core subjects of TOK and EE. 
Paul’s concerns varied slightly from the other participants in that he was not 
British; he felt alienated from the predominantly British school culture and values 
and the A-Level system, so he was adamant that any curriculum would be better than 
the A-Level. However, as time passed it became apparent that lack of space, large 
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classes of unskilled art students, and a mandatory oral exam were sources of angst 
for Paul and dampened his initial enthusiasm for the IBD.  
Ron was an efficient art teacher and HOD who was facing the dilemma of 
large classes, limited space and a significant change from European artists to Asian 
art and artists. With all this in mind, Ron seemed unaware of Paul’s isolation and 
personal alienation from the A-Level curriculum. 
All in all, the participants’ early responses to the IBD were either accepting in 
theory, or resistant until put into practice. Of course only a proportion of 
participants’ everyday thoughts were devoted to changes real and imagined; for 
example, teachers were preoccupied with the final lot of A-Level examinations and 
day-to-day exigencies facing them in their teaching and other duties. In the next 
chapter I will examine participants’ emerging pedagogical changes and their 
perception of their changing professional identity. 
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Chapter Six: Data display – pedagogy and identity 
1. Introduction 
In the previous chapter I displayed and described the participants’ responses to 
personal and professional challenges they were facing during the transition year and 
the role they were playing in the school’s journey towards the curriculum change. In 
this chapter I continue to present descriptive material to capture and gain an 
understanding of ‘what was going on’ for the six participants at the school site. For 
structural purposes, I group most of the data in this chapter within the frames of 
these research questions: 
 How did the participants think they would need to change their pedagogical 
practices in order to implement the IBD curriculum? 
 How did the teachers think the IBD would impact on their professional 
identity? 
Again I need to acknowledge that my study was conducted during the year 
leading up to the actual curriculum change – a formative stage of the anticipated 
change process. For example, with respect to the first of these questions, the 
participants had not yet put pedagogical changes into effect; they were still mainly 
on the drawing board. And likewise, except for the few staff whose tenure was 
seriously threatened by the impending changes, participants’ concerns about their 
professional identity were also somewhat speculative, especially when the interviews 
were carried out. However, I would argue, the value of this study is the reflexive 
process of delving into the thinking of the six teachers as they began to digest 
profound changes that were unfolding at their school.  
I begin in section 2 by presenting data from the participants’ formal interviews 
and informal meetings. These responses relate to the participants’ anticipated role for 
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implementing the IBD’s student-centred philosophy in the following year. I follow 
each set of participants’ responses with a summary of his/her emerging ideas, 
concepts and questions. In section 3, I present the participants’ responses to 
questions in the formal interview, informal meetings and anecdotal comments about 
perceived changes to their professional identity. Again I flesh these out from 
comments and behaviours I observed as the year progressed.  
2. Interview responses pertaining to research question #3: How 
will the participants need to change their pedagogical practices 
in order to implement the IBD curriculum?  
The formal interviews took place in term one 2006. At this early stage participants 
were aware that the IBO philosophy was based on constructivism, a teaching 
philosophy that was student-centred and inquiry-based. Clearly for some of the 
participants the new philosophy was but a vague possibility and they were more 
focused on what had been happening with their teaching in term one (under the A-
Level regime). However, as outlined above, I will add in participants’ informal 
responses and my personal observations as participants undertook PD and, in 
varying degrees, became more aware and less fearful of the new pedagogy. Now for 
the unfolding picture: 
2.1 (a) Interview with Jeffrey 6-9-06 in his classroom after school his walls were 
covered in quotes from poetry and essay writing tips, we both sat at desks across 
from each other as we spoke: 
MW: What about the changes that you think you will have to implement with IBD? 
My teaching? From what I’m told, I know it’s obvious that I’d love to get a 
lot more organised in terms of time, there’s just more to get through. I know 
I’m going to find difficult the idea of teaching every text in enormous detail 
as you do in A-Level. Basically the kids, I need to trust them a lot more than 
we do now and just assume that they’re going to do what they’re told to do, 
which they don’t always do now. 
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MW: Why?  
Well, they [the management team] don’t really trust them [the students] to do 
it. Teach books at their level, and you read practically every word of it in 
class with them [the students] to make sure that they’ve read it at least once. 
You can’t do that with everyone, so it’s putting the responsibility back in 
their [the students’] hands, I suppose, to do it for themselves. 
MW: The enquiry-based approach is one of the strengths of the IB. So how are you 
going to implement this, and incorporate enquiry-based learning into your 
classroom teaching for IB? 
Once I’ve found out what inquiry-based learning is, I’m sure I’ll be all for it. 
So tell me what it is and I’ll incorporate it.  
MW: Well, what do you think it is? 
I’m not entirely sure kids learn by… for themselves, like this kind of thing, 
where they investigate things rather than… It’s going to have to be a balance 
isn’t it? Again, IB does that anyway. The kids are going to have to get on 
with a lot of it by themselves. They’re going to have to be forced to be 
enquiring to an extent. They’re going to have to get by with the books. They 
can be encouraged to read them. And they get … IB sacrifices some depth of 
study for breadth of study. So it’s not as if they’re going to be studying texts 
in the same sort of detail, but to make sense of some stuff they’re going to 
have to do, so what were you saying the other day, the ceiling fell from… 
Right. If they [the students] don’t understand the idea behind it, then the 
book just doesn’t make sense it’s just a weird story. So certainly the brighter 
students or the Higher level students are going to have to be directed towards 
the meaning but again it’s not something we’re going to have much time to 
do much of it in class.  
MW: Well for year 11s, they are going into year 12 next year. What advice would 
you give them? 
If they want to do higher or … 
MW: Just to prepare for the subject. 
I’d advise them [students] to get as much reading done in advance as 
possible because the kids are going to be terrified at the amount of reading 
they’re going to have to do. They also need to realise that they’re going to be 
reading a lot of these things more than once, as we do now. I used to teach 
an A-Level subject where most of the kids did no work whatsoever and in 
between lessons, they all had jobs and such like. I know we all pretend that 
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they work really hard, but they don’t really. I think there’s going to be huge 
culture shock for the lot [students], and for us. 
MW: So in this particular place – Hong Kong – do you think IBD will be 
advantageous and beneficial for them? As opposed to say if it was in an 
English school? 
Well, this thing [the IBD] is probably advantageous for everyone. Yeah, 
again interculturalism or multiculturalism or whatever term we’re using at 
the minute, is something again in the school that’s been paid lip service to. 
But when I came here, these schools were more British than anything in 
Britain. British schools from the 1970s were a lot worse. One look at our 
book room will tell you. So we buy these multicultural books and they just sit 
there gathering dust because everybody goes back to teaching what they do. 
So in the end, of course, we should be teaching an international curriculum. 
It’s crazy, you know.  
MW: So is it time? 
It’s always the problem isn’t it? It’s always the problem.   
My account of Jeffrey’s responses: 
I thought Jeffrey conveyed his pedagogical concerns through his focus on teaching 
texts and the need to move away from reading and analysing them in great detail 
towards a student-centred approach to literature. Jeffrey’s pedagogical concerns were 
focused on the students, ranging from his gloss on the background of the students 
(multiculturalism), to his perception of their abilities to study effectively and “get” 
results or learn successfully. He also expressed concern about the lack of time he and 
the other English teachers had for preparation and planning this year and their 
expectations of the assessment schedule for the IBD implementation year. 
Jeffrey was concerned about the other teachers’ abilities as well as his own. Jeffrey’s 
comments revealed his recognition of the need for the English department to move 
away from the Anglocentric texts towards a multicultural text list. He began to 
express an explicit interest in the texts that were chosen and linked their cultural 
context (post-colonialism) to the students’ context in post-colonial Hong Kong. 
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2.1 (b) Interview with Jane 29-8-06 in Jane’s science laboratory after school. 
MW: What do you see as the pedagogical changes between the A-Level system and 
the IB? 
Well, as far as I can see that there is quite an emphasis on independent 
learning and the CAS program it’s more rounded and that you have to keep 
doing languages. The students that we get for science (how shall I put this) 
are often not the most rounded individuals. You know they’re the kind of kids 
who do Chemistry, Physics, Maths and Further Maths. They don’t really 
venture into the rest of the world that much. 
MW: Why do they choose those subjects? 
Umm because their main interest is in science, umm they want to go on and 
do maths or engineering, Physics or what have you or medicine at university. 
So they’re the subjects that they have to do umm. I don’t know whether that’s 
a good thing or a bad thing. I know that when I did it in my day, I had no 
choice. But at the same time, I read a lot so…that opens you up to being 
more rounded to enjoy what’s beyond the syllabus. A lot of the things that we 
do are being led by IB rather than IB being slotted into what we already 
have. So for example with the CAS program. That’s being built up to 
ummm…fit in with IB. Now if we were the kind of school that already had a 
very good CAS program, then the change to IB would be very much easier. 
The kind of school that should be producing better learners in the sixth form. 
MW: We don’t? 
No we don’t. We get some students and I think I managed to get pretty well 
all of my Year 13’s there last year, they were a pretty good class.  
MW: Why is that so? 
I think that we’re guilty here that we do get fantastic results at GCSE and A-
Level. A lot of that comes from the fact that occasionally in times of crisis, 
fall back and let the kids learn everything for the exam. I’ve been teaching A-
Level now for 5-6 years and I know exactly what the students need to learn to 
pass the exam. And if I need to do it that way with them, I can do it that way. 
While interactive learning can be much more fun, in fact I can tell them [the 
students], right it’s this, this and this read it by rote if you have to for the 
exam. 
MW: It’s interesting…The A-Levels are in two halves some kids take the AS level 
and drop the subject that can’t happen in Science in IB, what are the 
implications for doing the course over two-years? 
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I had this year my three weakest students from year 12 drop out of Year 13 
umm I think they dropped out because they thought they would fail, they’re 
probably right. A2 Physics is a big jump up from AS it’s as big a jump as 
from GCSE to AS. They were smart enough to jump when they could. But 
without the detail there’s not much I can tell you. 
MW: So do you think the IB Pedagogy might be a more holistic approach: is that a 
pedagogy that you prefer?  
Yeah, well I never found the modular system (of A-Level) to be good, it 
compartmentalises things too much. It shouldn’t just be, organics, or 
electricity or just be in isolation, in fact a lot of the ideas are transferable, 
from one area to another and a lot of kids don’t realise that. Well, at some 
point the penny will drop and they will realise that Physics is just same five 
ideas repeated over and over again. That’s what people don’t realise, so 
yeah I think a holistic view is important. A more holistic approach to 
education in general, but then again I was the sort of kid who was an all-
rounder, now the kids I feel sorry for are the ones who aren’t. And there are 
some kids who with every will in the world will never be good at it. They 
might be brilliant at Chemistry Physics and maths, and I really feel sorry for 
those kids having to keep going with something that they‘ve got no 
motivation for, no interest in, and know it’s something they will never use 
again once they go outside the door.  
MW: So what do you see are the main concerns for you in your classroom in the 
transition to IB? 
I suppose as I said before, the group four project, use of labs and space and I 
suppose time as well, time to get through everything to my satisfaction. I 
usually teach quite quickly and then I spend quite a while at Easter or the 
revision period reviewing what we’ve done over the whole time period, for 
the rest of the term. And if I haven’t the time to do that, then I think the exam 
results are going to be rubbish.  
MW: Is that the point? 
What do you mean? 
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MW: The exam results? 
I think I exist in a framework where the main criteria for the evaluation of my 
teaching, is my exam results. I think if I got crap exam results then I’d be in 
trouble. And I’d be hauled into the office and be asked to explain why. 
Although paradoxically, if lots of kids wanted to study Physics and we had 
small classes then we could achieve results. Keep in mind that we’ve got 60-
70 kids in Yr. 12, many of whom are studying Physics this year, which is just 
ridiculous, I’ve never seen so many but results were good, and it’s fantastic 
and nobody seems to care which is interesting. 
MW: Will there be a difference in the way you conduct your experiments or will 
they be done by computer simulations or practical hands on with kids doing it 
by themselves?  
No, practical hands-on, I prefer not to use the simulations, I use the 
occasional one to show a demonstration, but I’m not going to do computer 
based experiments. You can use computers to make an EXCEL sheet to make 
a bar graph or whatever, but you’ve got to be careful though, because you 
over rely on that and the exam doesn’t have it in it. You’ve still got to have 
the skills, the EXCEL can help it can speed things up a bit if you want to 
collate results. 
MW: How do you see your role in the classroom? 
I don’t see it changing that much, but then I’m an old style didactic teacher, I 
do a bit of that from time to time, a do a bit five minutes here and there. I’ve 
become more of a using a phrase I hate, a learning facilitator. In that well, 
the kids kind of know where they should go and where they should be going. 
Well, my Yr 12s don’t but the Yr 13s do. They know how to go about it. Quite 
often if I am doing an experiment it will take half an hour, so I make the kit 
available to them [students], the technician is there to help them set it up if 
they get really stuck. I’m obviously still here, talking with them about what 
they are doing. But essentially they [students] are working, at their own pace 
in their own way, on their own thing. And then we will put it together 
afterwards. So, it’s not, not a traditional kind of way of teaching I suppose. 
MW: The inquiry-based approach to learning is supposed to be one of the strengths 
of IB that is going to be an advantage for you in your classroom?  
Well, ummm I’m doing it already to be honest I might do it more under IB. I 
think I’ll be a good IB teacher if that’s what you’re asking. But then I think 
I’m already a good teacher so, I’m not, I’m not worried about it from that 
point of view. I look at things like the practical portfolio that they have to do 
and I start thinking of all sorts of horrible things, like paperwork, I’ve got a 
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bit of phobia of paperwork, so I’m hoping it won’t turn out to be a paper 
work hassle. Although I’ve got this horrible feeling...laughs… 
My account of Jane’s responses: 
I thought that Jane was very confident in her own abilities, perhaps overly so. She 
felt that the students who were planning on specializing in engineering or science 
would not benefit from ‘wasting time’ in a more holistic curriculum. I felt that Jane 
was inferring that the students had few academic interests outside of their career 
paths and would regard learning other subjects as a waste of their time. Her 
comments revealed a confident attitude and a sense of her own ability to take control 
of the learning and ‘cram’ the students before the exams. 
She voiced her concerns about the pressure to achieve good exam results on 
several informal occasions throughout the year, and this appeared to be a 
contradiction (and an underlying tension) between the confident answers that she 
gave me in the formal interview and her emerging concerns about the new 
curriculum. 
2.1 (c) Interview with Vivian HOD and Science teacher 6-10-06 in her science 
laboratory after school. 
MW: What, if any, pedagogical changes do you see coming up in the transition from 
A-Level to IB changes to your teaching, in your classroom? 
The biggest changes will be putting emphasis on students to do things outside 
the classroom, because we still have the same content to teach, but less time 
to teach it. At the moment we get 5 hours a week in Yr 12 and 13 and with IB 
we get 4 hours a week. When we have the same subject to teach particularly 
in the higher level science it’s more difficult than the A2 to teach. So 
consequently students will have to cover more of the material on their own. 
And they‘ll have to come to classes basically prepared so we can pick them 
[students] up to go through the material with them that we need to get 
through. I think that they will struggle with that, because I don’t think that 
our current KS4 classes, the way KS4 is delivered really allows the students 
to develop independent learning and study skills. 
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MW: What about the location of HK, will that be a factor in how the school 
changes? 
The language skills don’t prevent them [students] from accessing the 
majority of material I think that Biology has the greatest issues with 
languages. But they do have ESOL support, which is active and ongoing. It’s 
probably the best ESOL support I’ve seen in any school. Trudy [an 
Educational Assistant] is working with them [struggling students], she’s 
tough, very tough with them and that benefits them. From a Physics key 
point, even though I have a lot of kids who are tougher than others, so I don’t 
think it’s a hurdle as we move from A-Level to IB.  
MW: It’s a knock-on effect? 
I think so yeah. I think, I mean IB will be a much better differentiator of our 
students than the current system. With IB a lot of students wont achieve 
higher at the top of IB whereas at the moment with AS and A2 they do well at 
the top and ok at the bottom. And I think there won’t be such a big obvious 
spread from the students and teachers perception and I think the IB will pull 
them out further. I don’t know how well the students will do we have had the 
conversation before about how well the students will do at the end of Year 
13. 
My account of Vivian’s responses: 
I thought that Vivian’s concerns in term one were related mostly to the students’ 
abilities rather than her own skills in teaching the IBD. The knowledge content of the 
IBD science curriculum wasn’t drastically different unlike other subject areas so the 
main changes that Vivian saw were the learning strategies and the assessment.  
I perceived Vivian to be thinking mostly as an administrator during the formal 
interview. She was concerned about the structure and the resources needed as well as 
the students’ abilities. As Vivian had taught the IBD before, the ideas she raised were 
linked to results and the practicalities of using limited laboratory space.  
However as the year progressed, Vivian revealed a more thoughtful, reflective 
attitude saying to me in a before-school briefing in staff room 25
th
 April 2007, “I was 
talking to one of the teachers the other day about what is a fact, and that has come 
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directly from Theory of Knowledge because we would never have thought about it 
before. That’s got to be a good thing, so yeah.” This casual comment in passing 
demonstrated her interaction and membership with other groups and the ideas that 
she was absorbing and reflecting upon. It also illustrated the change from an attitude 
of ‘us and them’ to a more holistic attitude, towards the pedagogical changes 
required. 
2.1 (d) Interview with Marion 10-9-06 HOD and Physical Education teacher in the 
PE Office.  
MW: Well, there’s something called the Group 4 project where all the sciences take 
part in a common assessment piece. How do you visualise doing something 
that fits in with biology, chemistry, physics and design technology? 
Does it have to be with the other sciences? 
MW: It has to link up with all the others 
All of them [the other sciences]? 
MW: All of them. 
All group 4? 
MW: Yes, previously it had to be done, but wasn’t assessed. But they have changed 
the rule now and it has to be assessed. 
Right…interesting….so, who would oversee that? 
MW: That’s being negotiated as we speak. The point is that this is a cross-curricular 
project that must be passed. It consists of liaison and cross-curricular skills, 
how will you adapt that to your course? 
I think that sports science will fit in in a lot of ways. So they do an experiment 
do they? 
117 
MW: An experiment that could overlap with your subject and design technology 
(DT)? You could overlap there couldn’t you? 
Yeah, sure 
MW: And then overlap with biology, physics and chemistry 
Well we’ve got a boy now who has come down to us from the DT dept. He 
has designed something innovative. We’re talking from the science point of 
view, he’s thinking of developing a camera that could run across the ceiling 
and film swimmers in the pool and give some form of analysis feedback. So I 
think this Group 4 Project from a physical point of view or a science point of 
view, there’re lots of things we could do. From physics we could do 
something with hands…hmmm 
MW: What about Biology? 
Biology? Bio?  
MW: Yeah all of them 
Yeahh 
MW: You need to look ahead and think where your subject will be in all of that 
Do you see changes there? Big time….laughs…big time yeah… 
My account of Marion’s responses: 
I thought at first Marion didn’t seem to take the IBD curriculum seriously. It was a 
future idea and not particularly relevant to her at the time of the interview. Unlike the 
other participants who were facing a twelve months’ wait, her subject was not going 
to be piloted for three more years (2009). She laughed at some questions as the 
issues were happening to other departments, not hers. It seemed difficult for her to 
suggest pedagogical changes as she hadn’t gone through the reflective period that the 
other teachers had. She hadn’t given the IBD much thought until the formal 
interview with me, and this discussion about the core subjects appeared to be a 
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turning point for her as it allowed her to engage in the IBD now and ‘get her foot in 
the door’. 
Marion’s A-Level subject was two-thirds practical and one-third written. The 
future change to a sports science subject meant significant changes in terms of the 
skills involved and the number of students choosing to take this subject. The 
realisation that her subject would be linked with all the Sciences in the Group 4 
project was a surprise, a welcome one as Marion could see that in the future PE or 
sports science would be on an equal par with other science subjects. I could see her 
attitude to the new curriculum change as we were speaking and become more 
positive as she began to see areas where her skills and knowledge coalesced with the 
other sciences. 
2.1 (e) Interview with Paul 24-9-06 a creative arts teacher.  
The location he chose was a coffee shop in Happy Valley, after school. This was a 
quiet, relaxed environment and we sat in comfortable leather chairs drinking our 
lattes.  
MW: What are your key concerns about the pedagogical changes process as you 
have experienced it so far? 
With regard to IB? Well first of all with regard to the change in language, its 
good its positive, I think those keywords that are on that handout (IB learner 
profile handout), previous to that I had not seen anything like that in the 
British curriculum. So I thought that was really positive. Treating the 
students as learners, it’s more international, it gets rid of that whole idea that 
its focusing on more British, like, it’s an international curriculum which I 
think is really good. 
MW: What do you see as the pedagogical changes between the A-Level and IB? 
Well I come from Queensland and students do not sit exams…they do sit one 
exam it’s called core skills test it’s a two-day exam which all students sit. 
They don’t sit an exam in their subjects, the work is ongoing it’s assessed by 
the teacher, it’s assessed by other teachers, it’s an ongoing collaborative 
process, your peers look at your work. So you’re not on your own and there 
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is not one examiner looking at your work as in here, the British curriculum. 
But, uh, um, so, I guess I am going back towards something that I am more 
familiar with. Even though it’s not the same curriculum, but I am more 
familiar with it. 
Within the IB we will not have separate modules, which have set dates. This 
means that we have dates when we have to have work finished by and then 
we have to start a new piece of work the following term, which is given a 
different name. So we stop and we start. With IB it’s more realistic its more, 
it leads to the real world where you would work as an artist in the real world. 
You know, as you would work as an artist in the real world soo, its ongoing, 
we can just keep building on their knowledge, expanding and exploring it’s 
just the natural progression. We will be able to extend our activities at the 
moment, it’s not natural, its’ unnatural. A-Level started off with six units and 
now it’s four units. They are changing themselves they are becoming more 
realistic…still we’re constantly being pushed for time, so IB will be good. 
MW: What about kids who do half the A-Level, the AS and then drop it? 
OK, it’s a two-year course right yeah… 
MW: With IB they have to do it over two-years 
That’s right they [students] are in there for the long haul. The students are 
just going to have to choose wisely. But with A-Level, when they come into Yr 
12 A-Level they really, bang, they have to be on the ball straight away, but I 
think with IB it will be all right for the students who haven’t done art. 
MW: Do you think it’s more beneficial for them in the long run? 
Yes I think so, they’ll be fine they have two-years. And, and people work at 
different paces. There’ll be students who are very advanced so that they can 
work at the level where, where they’re at. We can work as facilitators with 
them. Students who haven’t had any experience at all, well, well, they’ll start 
at the bottom level. 
MW: What changes do you see taking place in your classroom in order to implement 
the curriculum? 
Well one of the changes is going to be encouraging them [students] at setting 
up, because they are going to have to speak. They [students] have to be 
interviewed, for their exam, so we have to implement some sort of tasks 
where they are hearing themselves, where they have to articulate what it is 
that they are doing in their, work. 
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MW: Do you think this is a benefit for the kids? 
Yeah I do, it’s a benefit because I guess it indicates their work, if they can sit 
in an interview situation and articulate what it is that they have done and 
why they’ve done it, then I guess that’s when the examiner will know it is 
truly theirs, or are they just regurgitating things that they’ve been told, told 
to do sometimes by teachers. I mean I don’t think you can hide it, when 
you’re talking about your work, you can’t fake that. 
MW: That’s a beneficial part of the process for you? 
For me, yes. 
MW: What implications does this have for your classroom teaching? 
What it means I think is that I have to be more flexible to allow student more 
leeway with their work and not be there to guide them, and keep an eye on 
them. But we have to be careful. If we don’t give them enough [guidance] 
they will end up producing rubbish. You’ve just got to set up situations 
where… it’s a little more individual, they can all go their own ways, but you 
have to keep it… under control. 
MW: So you see your role as a facilitator? 
That’s right because if students go off on their own individual tangent, 
obviously you have to have more personal time or one to one time. So the 
classes can’t be too big, so you’ll be running an individual program for each 
child. 
MW: What if the classes are too big? 
If the classes are too big, well it just means less time to be spent with each 
student. Sometimes when there is less time spent with each student they will 
go off on a tangent. You know they’ve gone too far with something and it’s 
very hard to pull it back in and you lose the quality of the work.  
MW: What do you see is a major concern for the implementation of the IB? 
Class sizes, that’s a major concern. And I think that is going to be a major 
issue and also about storage, I mean it’s just practical things, but it’s a 
practical subject, but storage, we have no storage. We are going to have to 
organize where we can store work. Because a lot of the work, students’ work 
is more 3D–you’ve got to have somewhere to put all that. 
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MW: Do you see your numbers being affected? 
No, I think I see our numbers increasing. They’ve already increased this 
year. We have three Year 10 classes where we once had two. No I see it 
increasing definitely. 
MW: Are you going to make pedagogical changes in your teaching? 
NO 
MW: So you see yourself as a facilitator? 
I can’t see, no, I can’t see myself making many changes. No not really. It’s 
just a matter of having to be…. I will be allowing a little more breadth 
actually, when they start to inquire and go on their own independently, I will 
be encouraging. However within subjects that we teach, we do that now 
anyway.  
MW: So you think the A-Level is as good then? 
Yeah, I do. 
MW: What about your cohort, does this help your cohort particularly with your 
language problems you must have a number of ESOL students? 
Well, we already have that so I can’t see a change. Well actually with the 
oral exam, I do see a change with that. That will disadvantage some of them, 
I think. 
MW: You still see for most of them it’s beneficial? 
IB, Yes I think so. 
My account of Paul’s responses: 
It seemed to me that Paul’s pedagogical concerns focused on the students’ language 
abilities as the new curriculum had a research journal component and an external 
oral examination where each student told the examiner of their learning journey. 
Paul felt that the focus should be more on the art production side; however he 
accepted that the change to Asian art would enable the students to engage more in 
their work as they explored shared cultural values.  
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Paul was particularly focused on the cultural changes that were occurring in the 
planning for the new curriculum. He appreciated the IBO student values (IB learner 
profile handout, see Appendix One) and had picked up on the IBD’s philosophy to 
develop independent lifelong learners via a curriculum that was student-centred and 
inquiry-based. Paul was a keen artist who valued both theory and practice: yet he 
commented to me repeatedly on the pressure to get good results rather than inspire 
the students to start a lifelong journey of art appreciation. I felt that his dislike or 
distrust of the British curriculum was colouring his view and any curriculum that 
wasn’t A-Level would get his support. From my observations the Anglocentric 
values were a source of annoyance and resentment and the source of his ongoing 
resistance continued throughout the year. 
2.1 (f) Interview with Ron 2-10-06 HOD and creative arts teacher, in meeting 
room LG. 
MW: What are the changes necessary to make this work in the classroom? 
I think the changes necessary to make it work are really not connected to the 
subject itself but connected to how we teach it. Really, I think the main issues 
are going to be the international aspect because all… Paul and I, if we work 
in the art department, we are both very Western- orientated art practitioners 
and with IB, we are going to have to really cater to mostly really Chinese 
clientele so what that’s going to mean for us is a really great learning curve 
in terms of trying to take on Asian art, which we have been doing gradually 
in the last years, but I think we really got to do that in a significant way. And 
there’s no way that we could do that up front, we’re going to be learning that 
as we go. 
MW: Do you have enough time to? 
As usual, no, no you don’t, we don’t. We’ve just gradually started to acquire 
Asian art books. We’ve subscribed to an Asian art magazine, and we are just 
literally trying to get ourselves up to speed with that, you know, in the 
coming months in preparation. And literally, we’ll just be 2 or 3 steps ahead 
of the students. But the Western thing will come in handy as well so we will 
have a lot of subject knowledge already in place. I think the other change for 
us is going to be a really positive one, and that’s that with A-Level, we have a 
lot of time restrictions. We try to fit in 3 units in year 12, 3 units in year 13 
it’s just changed so that’s already an improvement. But we’ve always had 
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issues with trying to get depth in a student’s work when you’re literally 
working on a unit for 12 weeks only, and then switching to the beginning 
again with a new unit. With IB, it’s much more seamless and the depth is 
built into the process already, because you don’t have to keep jumping back 
to the beginning, you’re literally building depth in as you’re going over the 
course in the 2 years, so I think that’s going to be a huge improvement for the 
staff and for the students’ learning. 
MW: Do you see the changes that need to be made? 
To be honest no, not really maybe with regard to the theory of knowledge 
thing, becoming a kind of… a more… not stand-alone, but a more kind of 
obvious part of the course. I mean we already… it’s already in there in 
virtually everything that we do. But I think we don’t necessarily acknowledge 
it as such. So I think that acknowledgement… making things more explicit 
rather than just happening naturally as you would do with A-Level. I think 
that’s going to be a change. I think the other change is going to be in the fact 
that in visual Arts, students have to talk – at the end of the course, they have 
to conduct an interview with the examiner, and that is a really large 
percentage of their final grade, and our students are really very reluctant to 
speak. So we’re going to have to do so much more in terms of coaching the 
confidence and the ability to articulate verbally rather than just being able to 
articulate in research books or as they currently do in the art journals. The 
other thing is, the students are reasonably OK at one-on-one communication 
but when you get into the situation where you have to share more as part of a 
group, I think culturally that’s going to be very difficult for them.  
MW: The IB is softer? 
It’s there, but it’s optional. The research workbook is a kind of tool for 
recording everything, but you really have the option. You wouldn’t 
necessarily have to use that may written words in there. You could use other 
ways of recording. So I suppose the truth is that it’s more accessible to a 
wider range of students. But that may not necessarily be the best thing 
academically for them, but it’s definitely accessible to everyone. But I still 
think we’ll run a lot of formal art history contextual studies, lessons, and then 
students will be able to use and develop them in ways that are really tailored 
to suit how they are, their identity, their own language needs. I think some of 
them will still write, some of them will record, it is more flexible, there’s no 
doubt about it. 
MW: You don’t think skills are important? 
I don’t think it’s impossible, but I think it would be quite stressful for them, 
and I think it would be really difficult in the classroom. Of course it depends 
on your class sizes. If you’ve got group sizes that are small, of course you’re 
going to have more time to do that. If you’ve got big group sizes, and say 
you’ve got 50 students and you’ve got 8 that have got GCSE and 7 that don’t, 
you find yourself in a situation where it’s not just differentiation, it’s literally 
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over 2 years of basic skills, and not just skills but understanding and 
knowledge that they just don’t have. So that could be a real prickly one. So I 
suppose you have to just see. There are a lot of unknowns. The numbers 
thing, the accommodation thing, the GCSE and non-GCSE thing, these are 
the things that worry me. 
MW: Well, will you have many students like that? 
Really, it’s hard to say, I think the only thing that you can do is that if you do 
find yourself in a situation where you have a very mixed [ability] group like 
that, I think what you have to do is start your teaching and make it incredibly 
practical, skills-based, and that would be your way in. I’ve seen it done. I’ve 
examined in a lot of schools, and I’ve seen this very situation taking place 
and I’ve seen it work very successfully. What these particular teachers have 
done is they’ve worked on things like skills for example to start with…it’s 
very process based. A process based skill. They build up the students’ 
confidence with those kinds of activities, and they just gradually start to build 
up the other parts.  
My account of Ron’s responses: 
Ron accepted the pedagogical changes in the new curriculum I think that the 
opportunity of developing art skills over a longer period of time appealed to Ron as 
he felt it would benefit the students. In addition, he saw the elements of TOK and 
inquiry-based pedagogy as being at the heart of what he was doing anyway. 
However, just like Paul, Ron was concerned about the students’ 
communication skills. This engagement with teaching language skills is a significant 
pedagogical issue for the Art teachers. Ron and Paul were both aware of the need 
and they would have to construct their teaching program around language acquisition 
as well as art production. This concern was holding him back from fully embracing 
the student-centred nature of the IBD. 
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3. The anticipated impact of the IBD on the participants’ 
professional identity (question #4): 
3.1 (a) Interview with Jeffrey 6-9-06 
MW: So do you actually have a pressure put on you to produce results… because 
you do produce results? 
Well, its unspoken pressure isn’t it? But every year they [HODS] have to 
meet with the Principal and even though they [the management team] said its 
not justifying exams, you know the results are published every year we’re 
competing against British schools. We know we’re competing against 
international schools. It’s going to go as well. Essentially, we’re becoming a 
private business selling a private product. People say the product is 
education … it’s not. It’s exam results. It’s the universe getting to university, 
that’s the problem. That’s… 
MW: Do you think it’s the university entrance, that’s what’s driving this change, this 
curriculum change? 
What, in schools in general or here? I think it’s the universities who are 
struggling to accept A-Levels being worth what they used to be so they can 
tell the difference between that, which is just dropping the standard a bit.  
MW: What about the inclusion of internationalism or interculturalism in your 
classroom teaching, how are you going to do that? 
It’s natural in English, you know, we will no longer be teaching these English 
books from 1940 or whatever, these really silly books that were taught in the 
GCSE and old GCSE courses.  
But I mean the books are chosen, you can’t help but be multicultural but you 
can’t avoid it. It’s not like they [English teachers] have to do anything else, 
but sure everybody tries to do that, you’d have to be an idiot not to realise 
you have a wide variety of cultures in your class, but you’d also have to be 
an idiot not to realise that you can use that and kids are interested in each 
other’s cultures so… continue as you’ve been doing before. I’m sure 
everybody does that.  
MW: Would it be beneficial to them do you think? 
Yeah, definitely I remember when it came out. Everyone was saying, “Our 
kids won’t be able to do this”. And I was thinking if our kids can’t then who 
can, who in the world can? Other schools have been doing it [the IBD], 
doing it fine. All the kids can do it. It’s an enormously big challenge, you 
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can’t often give them [the students] an option about whether they can do it or 
not… they have to do it.  
Informal meeting with Jeffrey March 2007 in staff room Monday briefing: 
MW: Do you think the IBD will be good for the kids? 
Of course it will be beneficial for them. When they get to university, you just 
know the kids have done IB. Their work habits are going to be miles beyond 
kids. Depending on the individual of course, but it’ll definitely be beneficial 
for them. I think it will scare them to death, possibly kill some of them with 
overwork, but yeah, it will do them good. 
I thought that Jeffrey welcomed the new curriculum in some ways for example 
he was obviously sensitive to his student’s cultural values and willing to incorporate 
them into his teaching. Jeffrey’s comments reflected a positive attitude to the new 
curriculum. However, his concerns appeared to be based on the accompanying 
pressure placed on him and the students to attain good exam results. 
As Jeffrey and I were colleagues, I asked him in March 2007 during an English 
department meeting what he thought about the IBD. At that stage, he told me he 
thought the students would benefit from doing the IBD. This was an interesting 
turnaround in his thinking as he had started out in a negative, critical manner during 
the formal interview prophesying that the students wouldn’t cope with the academic 
demands of the IBD and now seven months later, he was supporting it. I could see 
that his thinking had moved beyond ‘they can’t do it without my help’ to ‘they will 
learn new work habits and get on with it’ thus confirming his change in pedagogical 
focus. 
3.1 (b) Interview with Jane 26-9-06: 
MW: You said a while ago that you ‘coach’ if I may use that word, students to pass 
the exam, but in IB Science, from my understanding is a series of experiments, 
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it’s very practical, it’s an experimental approach to Science, so pedagogically, 
how will those changes affect you? 
I still have a practical approach to the subject. I suppose the point that I was 
making was that I could if I have to fall back into that with the A-Level if I 
have to, I don’t need to use it very often. The revision lessons I think would 
be the same if it were IB or A-Level; it’s still an exam at the end of the day. I 
suppose the point I was making was that if you look at the time available 
within the proposed arrangements for the school and you look at the amount 
of stuff that’s got to be taught, I will not be teaching everything on the IB 
syllabus, because you can’t, it’s not possible. Not the way I’m looking at it. 
So while there are certain chunks of it that have to be given to the students, 
there will be bits where you say, go away and do this. And if your students 
are not organised in their own time, then they [students] are in deep trouble 
when the exam comes around.  
MW: What do you see as the pedagogical changes between the A-Level system and 
the IB? 
Well, as far as I can see that there is quite an emphasis on independent 
learning and the CAS program it’s more rounded and that you have to keep 
doing languages. The students that we get for Science (how shall I put this) 
are often not the most rounded individuals. You know they’re the kind of kids 
who do chemistry physics, maths and further maths. They don’t really 
venture into the rest of the world that much. 
MW: Why do they choose those subjects? 
Umm because their main interest is in science, umm they want to go on and 
do maths or engineering, Physics or what have you or medicine at university. 
So they’re the subjects that they [students] have to do umm. I don’t know 
whether that’s a good thing or a bad thing. I know that when I did it in my 
day, I had no choice. But at the same time, I read a lot so…that opens you up 
to being more rounded; to enjoy what’s beyond the syllabus. A lot of the 
things that we [teachers] do are being led by IB rather than IB being slotted 
into what we already have done so for example, with the CAS program that’s 
being built up to ummm…fit in with IB. Now if we were the kind of school 
that already had already a very good CAS program, then the change to IB 
would be very much easier. The kind of school that should be producing 
better learners in the sixth form. 
MW: We don’t? 
No we don’t. We got some students and I think I managed to get pretty well 
all of my Year 13’s there last year, they were a pretty good class.  
MW: Why is that so? 
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I think that we’re [teachers] guilty here that we do get fantastic results at 
GCSE and A-Level. A lot of that comes from the fact that occasionally in 
times of crisis, I fall back and let the kids learn everything for the exam. I’ve 
been teaching A-Level now for 5-6 years and I know exactly what the 
students need to learn to pass the exam. And if I need to do it that way with 
them, I can do it that way. While interactive learning can be much more fun, 
in fact I can tell them, right it’s this, this and this read it by rote if you have 
to for the exam. 
MW: It’s interesting you said that you’re better yourself at passing exams than doing 
coursework. Is that something that is common to Science teachers? If so how 
would this preference for exams rather than coursework affect your planning?  
I think that varies from teacher to teacher, I think it’s a personal thing, 
ummm the biologists seem to love coursework…ummm it seems to suit their 
kind of mindset more. As a scientist I love to solve problems and you can’t 
always do that with coursework, ummm it gets too complicated. If I could set 
a coursework question that is very open ended then I would start to enjoy 
coursework again. As a kid I always found that with coursework, you had to 
keep it all in the same place and keep it all neat and tidy, and you had to 
hand it in on time, ummm you had an extended period of time in which to do 
it.  
My account of Jane’s responses: 
From talking to Jane both formally and casually I noticed that her focus seemed to 
be on the student’s ability to achieve good results in her class. She obviously loved 
her teaching role and helping students to achieve.  
When I asked her about her possible change in pedagogy, she said that she 
often ‘coached’ students to pass the exams. This practical, yet transmissive pedagogy 
would be successful in the short term: yet I wondered whether or not Jane had fully 
understood the implications of her new role as a facilitator in the IBD curriculum. I 
felt that Jane was confident about her ability to get students through exams and into 
university; however, this was not the IBD philosophy of teachers as facilitators, 
supporting students to become independent lifelong learners through an inquiry-
based pedagogy.  
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3.1 (c) Interview with Vivian 6-10-06 HOD and science teacher: 
MW: How do you see your role in the classroom? 
My role is that of a fixer and a facilitator, so I give the kids the opportunity to 
investigate, to explore and to learn what they need to learn to get the concept 
so that they get through the exam. So that they [students] get to the point that 
I need to reach to learn so that as a fixer, I am fixing misconceptions, fixing 
problems in their understanding. And fixing problems in their ability to use 
equipment, other problems, I do that in a multitude of ways but also I’m a 
motivator as well. We have a lot of really good resources we have a lot of 
multimedia resources as well, which help to keep the students interested.  
MW: You mentioned grades and exam results a couple of times, how important are 
the grades? 
The focus on grades is very strong the students expect to get good grades, 
they don’t expect to get low grades in science, they [students] expect to get 
good grades for some of them it’s not realistic. Teachers… teachers like 
getting good grades…value added… value added it’s nice to get good VA but 
it feels better to get better grades. To get a lot of A grades. 
MW: Does it make you feel better? 
It’s just an easy yardstick by which to measure even though it’s not as 
positive as value added. Very quickly in the course we can tell which students 
are going to do well and which students are not. So it’s very easy to tell at 
this point in Yr 12 which students are going to get A and which won’t but get 
D’s and E’s. 
MW: What about the support in general of the school? 
I think the support could have improved with more people going on courses. 
But because our syllabus changes this year, any courses up to this point 
would have been null and void. Now our internal assessment model for IB is 
changing so any courses that anyone has been to up to this point are now to 
a certain point now wrong and we need to go again. Uhhh, in relation to 
support yes we are being supported, the only area I would question support 
in class size and time with kids.  
MW: So compared with every other change process you’ve been involved in is this 
better? 
I think it’s no better and its no worse, I don’t think its better, I think its par 
for the course for the way change happens in schools. There hasn’t been 
enough time for integration of changes and I think that a lot of the discussion 
in the implementation group has been woolly in the big picture and there 
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hasn’t been enough attention to the nitty gritty and hasn’t been discussed 
fully in detail. But I think that comes down to the nature of the people in that 
group. A lot of things are going to fall out this year with the implementation 
coming through… getting all the kids squeezed onto courses so that they get 
their diplomas. What happens when kids are failing are struggling, what 
happens when parents’ or students’ expectations are of what they are 
realistically going to achieve in the IB program? Will the tension be put on 
students when the teachers ask them to do more work outside the classroom 
when historically they haven’t had to at AS A2 level? Because they have to as 
we see them for less time. How are the students going to cope with that? It’s 
been considered but they are not empowered to cope with that particularly 
well. I think there’ll be a lot of distressed students and distressed teachers. 
Because of that you will be expecting students to have done stuff and they 
will be coming to you saying I haven’t done it and that’s… for some subjects 
that might be easy to cope with, but, not the content subjects. If you haven’t 
done it, you can’t go on to what you need to go on to because you build on 
work that you’ve done at home. 
My account of Vivian’s responses: 
I felt that Vivian’s response to her role, as an IBD teacher was positive and 
enthusiastic. Vivian was very sure about the students’ needs and as an administrator 
she kept her eye on the final goal, the exams. By articulating her role as a fixer and 
facilitator she demonstrated a sense of control within the classroom. She offered 
students opportunities, but within limits or guidelines that she controlled. This may 
have been because of her prior experience with teaching the IBD: however, she was 
confident in her ability to control the pedagogy and assessment in her classrooms. 
3.1 (d) Interview with Marion 10-9-06 HOD and physical education teacher 
MW: Do you see any change in the way that you will teach, the style of teaching 
perhaps? 
For IB? I think the style of teaching has got to be changed. In the 
department, I have been there the longest at five years, so no one is set in 
their ways.  
MW: I know nothing about your subject, so I’m curious. How do you teach what you 
teach? I wouldn’t have a clue? 
Exactly the same as you would teach. 
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MW: So when it comes to the IB will you have to change your teaching approach or 
resources? 
Resources definitely, it’s going to be a totally different course. Uhh, the 
approach won’t be any different, you know. During the PD last year for two-
hour lessons, everyone thought of examples of good teaching, but in my 
department, I thought that we already do all that, demonstration, come back 
and talk about it, then let’s try again. We’re continuously doing those mini 
cycles and that’s used in the classroom as well. So will there be a change 
from that to IB? I wouldn’t think so at the moment. But …We used to have a 
PE room, but with the number of lessons that we had in the classroom we 
couldn’t justify keeping it to ourselves. So we tend to go wherever there is a 
free room. It’s not great but most of our teaching is done in KS3 and KS4.  
MW: But there will be a change in this transition won’t there? 
There will, but there’s still not going to be, they’re what four hours a week I 
think? 
MW: Yes, 
MW: There have been a lot of changes going on around you, how does it affect you? 
Well, we all worry about change from time to time; but professionally, I’ve 
learned a lot in the last five years. I thought I was at a stage where 
professionally I knew a lot; but I’ve grown quite, quite significantly. The 
pace of change has been hectic at sometimes. If I look at five years ago, some 
of the changes that were done have been disregarded very quickly, uhhh, and 
then something else tried. It seems at the moment to be more of a rush, the 
two-hour lessons as well. Ummmm, one of my big concerns with the change 
to two-hour lessons as well was being consulted but then the change was 
pushed through [by the management team]. So it came across as a 
consultative process but it ended in being a top down decision as well.  
MW: Has it happened before? 
Well of course there’re some very experienced teachers in this school, as you 
well know. You get talking to them. They’ve got a lot of experience and 
knowledge from other parts of the world. And I don’t think it should be 
disregarded, it’s not all wasted, but as you well know some decisions are 
slammed through, 
MW: What about the IB process, did you get sufficient consultation or input? 
Well we raised our concerns early on. So we were against moving to IB for 
obvious reasons because it affects our subject quite significantly. Since the 
move to IB I haven’t had anything to do with the IB meetings.  
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MW: Given the fact that we are where we are, in HK. If we put your subject aside 
for a moment, do you think IB is more beneficial for the students? 
I do. I used to teach in NSW (Australia) where the students did 5 subjects. I 
was quite surprised to tell you the truth, when I realised in A-Level they do 3 
subjects. It’s quite narrow, but it’s a good course. But will it work and 
produce a better learner (the IB) I think yes it will. Umm there’re going to be 
teething problems. There’s quite a big move for us you can imagine, being 
told that there’s going to be no PE subject. 
MW: Yes I know, but it will come. By the time it comes for you the rest of the 
subjects will have settled down. 
MW: Will it have flow on effect for staff promotional opportunities? 
Possibly, but as a faculty PE is one part of it we oversee all the activities as 
well and then there’s all the Interhouse events. So the curriculum part is one 
part, but there is quite a large part of the faculty, which has a big role to play 
in the school that is not affected by that. You know what I mean.  
MW: Given the fact that we are in HK and the students are mostly ESOL, will their 
language ability be a factor in your course now and in the future? 
It is a factor now. I’m surprised to be honest at the lack of skills I don’t teach 
English, but the lack of basic skills is amazing. I think that ESOL has a big 
part to play. I think the school will really need to look at what we are doing 
further down the school. I think students will struggle initially. I wonder how 
they will cope though. 
MW: Do you think the teachers are concerned about that as well?  
Definitely, yeah, it’s something I spoke about more when I first arrived. 
Because as you get here you get a bit immune to what’s going on, you sort of 
forget about it but definitely. 
My account of Marion’s responses: 
I found that Marion was open-minded when it came to the IBD, as she was aware 
that her subject would not have a major part to play until 2009. However, her attitude 
changed once she realized that PE teachers would be ancillary to the new course 
through teaching TOK and supervising the EE. She was aware of the other teacher’s 
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concerns about the students’ poor English skills and passive approach to their 
learning. As her current A-Level course had a significant practical element these 
weren’t issues for her at this time. However, further along she could see difficulties 
once her IBD course was piloted as it was mostly written and had much less practical 
content. 
3.1 (e) Interview with Paul, a creative arts teacher Happy Valley 24-9-06. 
MW: And yet when the students have to do six subjects, plus CAS and TOK will 
they take on a practical time consuming subject? 
No I don’t think so at all, I think it depends on how the subject is delivered in 
KS3. A lot of students are quite excited. They enjoy the work; they get 
satisfaction and they see the amount of time that goes into the exhibition at 
senior level and they’re impressed by the quality of the work. They [students] 
see the catalogue, and a lot of students want to be part of that so…and if I 
can pat ourselves on the back, I think we are quite dedicated teachers and 
they really enjoy that. 
MW: What about the change process so far, do you see it as a positive thing so far? 
The change process? 
MW: Yes the change process  
Well I think IB is good, and I think it offers more than the A-Level 
curriculum.  
MW: In what way? 
Well it’s the whole international thing, we can teach any artist we like, but 
we tend to promote Caucasian artists them, why? Because we [the Art 
teachers] are Caucasian we don’t have a broad enough understanding of 
Asian Artists. However, in Australia we promote a great deal of Asian Artists 
because we are in the Asia Pacific region. But here although we are 
physically in the Asian region, it’s the British curriculum, they [British 
teachers and examiners] tend to promote British artists, even in the exam 
papers, there are hardly any Asian artists mentioned. 
MW: So you disadvantage the kids by promoting British artists? 
Not sure about that, but well, let’s imagine that you’re looking and working 
with the British curriculum and when they [the British examiners] send exam 
papers over they are working within their own framework which I can 
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understand. But I mean, with IB, I mean these students they are Korean, 
Chinese, Indian, Thai, they’re all nationalities. They [the students] should be 
exploring not just British artists they should be exploring contemporary 
Asian art as well. Cause there’s a lot of it. 
MW: Compared to other change processes you’ve been involved in is this one better 
or the same as any other change process? 
Yes I think it’s for the best. I think it’s good for everybody actually. Some 
people are set in their ways, yeah. I think they [other teachers] just don’t 
want to get out of their comfort zone. I think change is a good thing. Because 
well we’re in the twenty first century, I just get the feeling sometimes that 
well some people, if you have been working within a particular framework or 
curriculum, you know I mean it just become very stodgy, and static, it’s not 
moving anywhere. Whereas, this makes people look at their teaching styles, 
their teaching techniques, their actual curriculum, developing their 
curriculum, far broader, far more exciting. So I think that change is good, it 
gets you out of your comfort zone yeah. 
MW: What about the support of the school in general, resources, time space? 
Well I’m not HOD I get what I need. But I think I am going to have more 
support when it comes to having storage, more classrooms, will they be 
joined together, or spread around. It’s better if they [the management team] 
keep the department together but they will be decisions made elsewhere. They 
[the management team] haven’t even looked at that yet and time is getting 
away on us. I don’t think they considered all these things. 
MW: So is there any point to these changes if one’s as good as the other? 
The curriculum is too narrow in focus, it’s too Anglocentric, there needs to 
be more… yeah it’s extremely Anglocentric and hoping that will be the 
benefit of it. That is what I am hoping. It forces people to look at beyond 
listening to different voices, meeting different nationalities. I can tell even 
sitting as a member of the staff, and even when we have speakers from 
Australia, I can tell people don’t like it.  
MW: What are they threatened about? 
Well the way I see it, they [the other British teachers] see the British 
curriculum as the top of the pecking order and it’s not. They see it as top of 
the pecking order. Because they’re British they have ownership of this. And 
now we’re bringing in IB, well it means that we’re all on equal footing here 
and it’s no longer an English school. It’s an international school and it has 
an international curriculum. Therefore we’re all on an equal footing really 
and it’s not just, it’s our curriculum and you’re teaching our curriculum. I 
don’t know. 
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MW: Do you feel like an outsider? 
Yeah, I felt very intimidated, I shouldn’t have, but I lacked confidence. But I 
felt intimidated when I first arrived, very intimidated. But the subject that I 
teach in, I feel that I have a great deal of expertise in, so there were no 
worries about that. It’s just among the staff, when I would speak, just, I 
would have a different accent, and I would feel very different, very shy. But 
now I don’t I’m all right I don’t care anymore. But also we start the year at 
different times, and I found that hard to get used to and the whole exam... 
that notion of exams, that exam culture, I don’t come from that so… I found 
that a bit antiquated… 
MW: Will it be beneficial for you? 
Well for us, it will, because it suits our subject. It suits the way we work. Any 
good teacher should be a facilitator. 
MW: Will you get enough support from the administration for these parallel classes? 
I think they will support us with the paperwork, but it’s the practical support 
like storage and the classrooms that we need and I doubt they will help with 
that. To foresee what we need we will have to be hounding, [the management 
team]. 
MW: What are your concerns or are you happy about it all? 
Well I haven’t taught it before I guess I am concerned about the timing of 
things. Exhibition space, storage but umm we are feeling confident. 
My account of Paul’s responses: 
I felt that Paul’s professional identity, as a facilitator, was being confirmed rather 
than undermined in his comments. He told me in the interview that he welcomed that 
shift away from the A-Levels and his willingness to adapt to the new curriculum was 
obvious in his enthusiastic tone and attitude towards the change. 
It seemed to me that Paul was positive about the shift towards Asian art and 
the two-year curriculum. Overall, despite his concerns about the increased language 
demands of the IBD Paul’s comments revealed his confidence in the students’ 
learning or journey of discovery in his subject. The inference he made was that he 
understood his role as a facilitator and the impact that would have on helping his 
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students understand their role as learners to grow, develop and articulate their 
independent learning journey. 
2.1 (f) Interview with Ron HOD and creative arts teacher in meeting room LG 2-
10-06 
MW: The A-Level’s almost as good. What about pressure & stress on staff and 
students to change to IB? 
I actually think there is, because I think it is an investment in the way the 
world is moving, to be more international, to be more global. And I think for 
our students particularly, they’re all really international. And if they aren’t 
already, they all have great plans to be. And I think that IB simply, will lift 
them in that direction much more efficiently. The other thing is I think that 
the A-Level system, in some ways, isn’t really relevant. The subject content 
isn’t really relevant to specific clientele. Some things are very localised and 
very anglicised, and IB is completely different from that.  
MW: So what are your concerns overall, or are you very happy with the thing? 
I’m quite happy. I thought I’ve got concerns with numbers, that they’re not 
going to have enough space to actually teach comfortably because we do 
have IB to consider and we do have large class sizes and very much a factory 
mentality in our schools of champing through, champing through, champing 
through. With IB it states in the visual Arts… it specifically says that the 
students should have a place they can go to at any time they need to, they 
should be able to leave their work out between one session and the next, and 
it should be a kind of relaxed environment where they have a positive work 
ethic. And I can foresee that if our numbers do go up significantly, that’s 
going to be an impossibility there’s no way that we can have those student 
leaving work out and being able to pop in whenever they like. It’s just that 
we’re over timetabled. That’s just not a possibility unless we suddenly get a 
few art studios out of nowhere? So I think that’s a real issue.  
Other issues? I suppose my main other issue is students who come into art 
who haven’t done GCSE and don’t have any subject knowledge, and I think 
they’re going to be a lot more of that with IB.  
MW: Why? 
We have very few students that do that currently at A-Level. It’s within the 
ethos of the school that if you do an AS subject, you would tend to have done 
it at GCSE level. The exceptions are students who come from outside and 
from different systems. And if you’ve got a 2 or 3 with every group of 15, you 
could call. It’s like we’ve ended up with a group of 10 or 15 students who 
haven’t got any art experience. That’s when you get into some very tricky 
problems with teaching. You could almost run into the situation where you 
have a group that has not had GCSE experience, and group that had and 
137 
teach it very differently. I think the GCSE group would have to be very skills-
based learning in the beginning, and then drip feed them the concepts in 
context later, but the skills are built up.  
MW: Is that just the school or is that in general term? 
I think in terms of the company that we work for, we’re all aware that we’ve 
got a situation where we have huge student numbers through the door. And 
it’s all about results, to an extent it is affecting their [the students] mentality 
and you know, teachers’ time is the most expensive commodity and nobody’s 
going to be prepared to spend millions on providing extra time for teachers 
to prepare. So it’s wild and chaotic, and it feels like madness, but I think 
because there are very professional people working in our school, somehow 
it will fall into place 
MW: You mentioned it affecting their mentality, how’s that going to affect your 
exam results? 
Well, that’s a tough one. I think sometimes we do feel like we’re some sort of 
military academy at school, and I think that’s a bizarre situation when you 
teach a subject like art, which is really meant to be about creativity. But we 
do really rely heavily on, I wouldn’t call it a formula, but I’d call it a 
structure or a framework that we use, we build it into the early years and we 
develop it further in the GCSE and further again at A-Level, and that 
framework provides the stability that we need to get the results that we do. I 
think if that framework didn’t exist, everything would fall apart. That always 
gives us [the teachers] something to go back to. We can go back to some 
stage in that process, even with students who are not working well. For some 
reason, we can go back to some earlier stage and somehow fit back into it 
and make it happen.  
MW: Getting back to your students 
They don’t have the framework they don’t have knowledge of the framework. 
MW: What I want to know finally is, what are your general thoughts about the 
change of process, as you’ve experienced it so far? 
The change of process, well I think it’s to do with organising students, and I 
think it’s to do with institutions specifically. Everything feels rushed and 
inadequately planned, and I think really the truth is that in business terms, if 
you were trying to implement an entirely new structure, what you would try 
and do is give it some time and give it preparation, and try and make 
allowances for people, give them some leeway and flexibility to try and take 
those things on board gradually. In our situation, we’re running at very great 
speeds with the current system that we have and it’s like trying to run the 
relay – someone’s running behind you trying to pass you the baton but you’re 
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running too fast to catch it or something. We’ve got all of these things 
happening simultaneously and you feel like it’s very hard to come to grips 
with any of them properly.  
MW: So how is that impacting your job? 
Well, currently the system we have [the A-Levels] we do have students 
without GCSE and really, we have a couple who came in last year who have 
no art experience whatsoever, and they were prepared to listen to everything, 
and they worked so hard and they were so willing. One of them came out 
with an A and one of them came out with a B, but that is quite unusual. We 
had other students who came in from other schools who weren’t used to the 
work ethic that we have. We have really high expectations of our students. 
They weren’t used to the framework or the structure that we use. And in the 
course of a year, it’s got to take you once or twice going through that to get 
familiar with it and be able to access it, so I think they scored a couple of Cs 
and actually one B, so really it depends on the individual. If the individual is 
prepared to invest everything, then he can still come out with a good grade. 
But it’s not every student who is willing to go the extra mile. 
My account of Ron’s responses: 
I saw Ron as a quintessential HOD. His concerns were about the organisation and 
function of his department. He was reflective in the formal interview where we sat 
one to one in his classroom surrounded by his students’ artwork on the walls. I could 
see him thinking his way through his plans for the year and considering the obstacles 
in his way. 
I thought Ron was concerned about maintaining a high standard of success in 
his course. His concerns seemed to be about the students’ attitude to inquiry-based 
learning, not his own ability to teach. Ron’s sense of professional identity was linked 
directly to his ability to achieve results and in doing so inspire students to do well. 
He seemed concerned about the possibility of being inundated with students in the 
IBD with no background in art but who had to choose an elective like his. 
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4. Conclusion 
In this chapter I described the participants’ responses as they were edging their way 
towards an understanding of what their role would be like in their classroom. They 
were focused on issues, such as space, the numbers of students choosing their subject 
and their own ability to cope with the increased workload. They began to vocalize 
the issues that were emerging from their reflections on their roles as teachers. Their 
comments included references to a lack of support from the management team.  
As indicated in Chapter Four, staff members were having little or no public 
opportunity to voice their questions to senior staff. However, the interviews gave 
them an opportunity to think out loud with me as an empathetic listener.  
In my role as a participant observer, and as someone already acquainted with 
IBD, I had a broader picture of the IBD. Nevertheless, I shared a lot of the 
participants’ concerns, especially about teaching and motivating students to learn. 
Yet there was diversity in their perceived problems. Lack of space was a problem for 
science and art because their IBD courses required students to have access to work 
independently on their work. In addition, both subjects combined hands-on skills as 
well as concepts and knowledge, and the amount of time it would take to get through 
the syllabus with students who were passive learners, was a daunting prospect. 
Jeffrey started the year with a definite sense of how significant his role was in 
his students’ success in the classroom. His sarcastic comments showed his concern 
about the students’ becoming independent learners without his detailed assistance. 
However, as the year went on and he became more actively involved in the planning 
for the IBD literature course, his enthusiasm became evident. Jeffrey’s responses 
revealed his initial confidence in his own ability to teach texts ‘line by line.’ 
However, later in the year his informal responses made it clear that he was beginning 
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to engage with the texts chosen by the English department and was looking forward 
to teaching them. His interest in the socio-political values that were challenged via 
literature indicated a shift in his thinking from teaching a body of knowledge in the 
text to a more constructivist approach, encouraging the students to discover the 
meanings and make links with their own background in Hong Kong. This was a 
significant turnaround for Jeffrey and his pedagogical approach as he moved from a 
summative attitude to teaching towards a more formative approach. 
Jane seemed so confident in her teaching ability that it appeared to be a form 
of bravado to me. She talked about the students learning her packaged modules and 
then gaining excellent exam results. When she realised that her status as an excellent 
science teacher depended on the students becoming independent learners, and that 
there was no place for her packaged style of learning she became resistant in her 
attitude to the IBD. Observation of Jane particularly interacting with other teachers 
in groups showed me a colleague that was struggling to adapt her personality and 
confidence in her role as an expert teacher. Jane’s comments focused on the ‘now’ 
as she often stated her concerns that things were moving too quickly or, “I wish the 
sand would stay the same.” I felt at times that she was telling me what she thought I 
wanted to hear but underneath her replies a sense of doubt was emerging. When 
looking forward in anticipation she saw difficulties in terms of time, resources and 
students choosing her subject with little background in science. 
Vivian was more concerned about issues reflecting her role as HOD. She had 
taught IBD before and was comfortable with its constructivist approach to teaching. 
Having said that, Vivian’s experience teaching the IBD was in a different country, 
different school and culturally different students. She was used to teaching Physics, a 
subject that was considered to be an elite A-Level course that produced excellent 
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exam results. Her doubts appeared to be about the HKPS students’ language ability, 
attitude to learning and lack of interest in her subject. She predicted a large number 
of disaffected students who had to take science in the IBD curriculum, taking her 
subject and not engaging with the concepts knowledge and skills that she could offer 
them. 
This concern was for the other science teachers as well, as her role as HOD 
meant that she was aware of the ramifications of large numbers of students who were 
not fully committed to her course. Vivian had no such compunction about the 
teaching side of the IBD. Her concerns were more pragmatic: lack of space, the 
students’ poor English skills and perceived passive attitude to learning. As an 
experienced teacher Vivian had confidence in her own ability: yet she demonstrated a 
sense of insecurity, of lack of trust in the management team and the accompanying 
initiatives that she faced. 
Marion was in the dark about the IBD’s implications for her department until I 
pointed them out to her. This resistance could have been due to poor communication 
between her and the management team, or a lack of curiosity in a process that she 
wasn’t part of. Her initial resistance or indifference evolved once she began to be 
intrigued with the process of change and she could see a niche for herself and her 
colleagues. She realized they could maintain their desired position as senior teachers 
via the TOK and EE core subjects. Marion felt that her teaching style was already 
constructivist. However, without a hands-on role in the IBD she had given little 
thought to the implications of the pedagogical change for her teaching and she began 
to reflect on how this would impact on her teaching style. As an active subject, PE 
was mainly sports focused. With a scientific focus it would become more 
communicative and analytical. The repercussions for this were that fewer students 
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might choose PE in the future and instead of a gym, PE teachers would join the 
demand for increased classroom space, when space was already limited in the 
school. 
Paul was confident that his pedagogy would not change and his teaching 
would continue in the same manner. As he did not come from the A-Level exam 
system he welcomed the change to a more theoretical approach to learning. 
However, once he reflected on the practical issues facing him doubts appeared. 
Space, access, students with a poor grasp of skills and prior knowledge, these were 
all issues that could create problems for him. This meant that he would have to work 
harder and trust his students not ‘to produce rubbish’. He seemed to have a deeply 
felt sense of cultural inferiority based on pressure to accept the British values at 
HKPS. I felt that he didn’t care which curriculum we taught as long as it wasn’t the 
A-Level. He knew that he could teach IBD art and knew that he could adapt to the 
Asian art focus. However, he was concerned about the impact of the students’ lack of 
English skills and the lack of space for the implementation of the inquiry-based 
learning. 
Ron appeared to be well organised, confident and planning for the new IBD. 
He knew that he would have problems with the lack of space and the impact of large 
numbers of students taking his subject with little or no background in art 
nevertheless he accepted these issues and was prepared to work around them. 
However, Ron seemed to be totally unaware of his colleague Paul’s insecurities and 
concerns, and in a small department that was an issue. I wondered if he was so busy 
planning for the IBD he hadn’t noticed Paul’s unhappiness? Or perhaps he kept to 
himself and didn’t socialize with Paul and therefore hadn’t talked to him about his 
attitude to the school. Either way, as HOD it was surprising that Ron had not talked 
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through the planning process with Paul. I felt that he had a superficial relationship 
with Paul at times and although they shared some concerns (the students’ lack of 
English and passive learning) Ron was unaware of the lack of confidence Paul had in 
the school, and the students overall. 
Overall, the participants appeared to be more concerned about the calibre of 
students they would have to teach than the content and skills that they would have to 
teach. All of the participants expressed a concern about the future examination 
results because the teachers could not begin to imagine how the assessment of a two-
year course would lead to the final exam in their subject. In a way their responses 
were shaped by their prior experience with the management team’s expectations. All 
identified with the contradiction of the management team saying ‘teach using an 
inquiry-based pedagogy’ while still expecting good exam results. 
The participants’ responses focused on the academic rigour of the IBD and the 
amount of resources required to deal with the increased number of students in their 
classes. Their responses to pedagogical change revealed their anticipation of the 
change in their own professional identity as they evolved from being A-Level 
teachers to IBD facilitators. Jeffrey summed up his concerns saying in the formal 
interview “Going from being a sage on the stage to a guide by the side will be hard”. 
These concerns will be examined in the next chapter where I ‘discover’ a pattern of 
salient and emerging ideas from the data described. 
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Chapter Seven: Analysis 
1. Introduction 
In the previous two chapters I displayed data, mostly in the form of the six 
participants’ interview responses, plus informal and unsolicited anecdotal comments, 
about how the participants were experiencing the rather dramatic changes occurring 
at HKPS in 2006 – 2007. In this chapter I analyse the data presented in Chapters 4 to 
6 to represent both the individual and group-shared participants’ views of the 
changes. I review the data, construct categories and, finally, declare the themes of 
the phenomena under investigation. 
Of course qualitative analysis is by no means a straightforward, technical 
process; rather it is a gradual, stop-start affair that commences in a preliminary way 
with the gathering and recording of data. Thus qualitative analysis entails 
observation, note taking, description and examination of participants’ behaviour. 
Through collecting and reflecting on participants’ talk, observable actions and events 
over an extended period of time, the researcher gradually identifies the 
meaningfulness of their behaviour (Merleau-Ponty, 1962; Maykut & Morehouse, 
2002; Patton, 2002). However, much of the preliminary analysis is a form of tacit 
(taken-for-granted) knowing; a more formal, deliberate concentration and reflection 
is needed for the researcher to firm up his/her hunches about ‘what has been 
happening’ (Polanyi, 1962,1967).  
It is the latter, more formal, stage that is described in this chapter. Maykut & 
Morehouse (2002, p.132) call this more formal analytical approach a discovery 
process. My task was to sort the data into categories based on similarity of meaning. 
When selecting data and deciding on its inclusion in a category, for example a 
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pattern of ideas, I created a propositional statement (Taylor & Bogdan, 1984, p.134) 
about those ideas. An example of this would be: “HKPS students are passive in their 
approach to learning”. This assertion reflects participants’ tacit or common sense 
understanding; it is not a truth statement that can be tested empirically. 
For the remainder of the chapter, I begin in section 2 by noticing the pattern of 
ideas inherent in the participants’ formal interview responses, relying first on what is 
salient in a physical sense (objective), and then adding into the mix my 
understanding derived from both my observations and involvement in the school and 
research processes (subjective and objective), all of which help me to identify 
categories and patterns. In section 3, I examine the emerging concepts and questions 
that have arisen from the propositions I have made from my trawling of the data. 
And I consider the underlying concerns that I observed on the participants’ gradual 
acceptance of and willingness to implement change. In section 4, I discuss the 
themes that emerged and how these themes represented participants’ personal and 
professional perspectives. Finally I delve into these emerging responses and consider 
the consequences they represent for successful organisational change. 
2. Pattern of ideas  
Since I could not observe every interaction I could not substantiate the validity of 
each claim or idea they proffered. Maykut & Morehouse (2002, p.53) state, “Reality 
is variously constructed by each of us…as a result most human phenomena are the 
result of multiple causes.” I kept this in mind as I scrutinised participants’ answers to 
formal questions and anecdotal comments about happenings during the year. 
146 
2.1 Salient categories 
The participants frequently expressed the following shared concerns in both formal 
and informal exchanges:  
 the students’ inability to use the English language effectively to succeed in 
the academically rigorous IBD 
 the students’ apparent passive attitude to learning (i.e. need to be spoon-fed) 
 the management team’s apparent lack of support [lack of time and resources]  
 the pressure from the management team to maintain good examination 
results. 
However, from my perspective as a participant observer, I noted other 
ideas/attitudes that emerged from the data that were not explicitly stated, yet they 
were sources of concern for the participants: 
 a shift in the participants’ attitudes from mostly negative to at least a neutral 
regard for the IBD curriculum over time 
 some participants’ reluctance to come to terms with their pedagogical role in 
the change process 
 in their response to IBD participants focused firstly on how it affected them 
individually, then considered the impact of IBD on their department; little 
thought was given to the impact of IBD on the whole school  
 membership interaction, including the ‘knock on’ effect of the participants 
interacting with other teachers around the school led to frustration and 
resistance to organisational change 
 the development of ‘us and them’ attitudes because the participants’ felt 
pressured by what they took to be autocratic administration and constant 
change 
I now elaborate on and reflect on the meaningfulness of each of these 
concerns/ideas, plus any concepts and questions that evolve from them. 
2.1 (a) Students’ language ability 
All six participants were concerned about the students’ ability to use English to 
communicate on an academic level. With a preponderance of Chinese students 
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(60%) and a significant number of students with ESOL problems in the school 
population, the participants were especially concerned about the ramifications within 
the IBD syllabus of an oral exam in the arts, an oral presentation in the science 
Group 4 project, and the increased focus on language skills in literature. Prior to this, 
teachers seemed to play lip service to the idea of teaching literacy across the 
curriculum. Now, for the first time, science and arts had to dovetail their pedagogy 
and assessment to the students’ language skills development.  
I thought that initially, Jeffrey’s concerns were that he had to teach 15 literary 
texts to students whose mother tongue was not English, and he thought the students’ 
linguistic inadequacy would make his job more difficult. He also doubted students’ 
capacity to work independently. In the formal interview Jeffrey appeared frustrated 
at his lack of success in inspiring students and predicted that the students would 
struggle to read the texts in detail. His cynical attitude towards the management 
team, lack of planning time and resources was funny in a bitter way. However, it 
demonstrated to me his intensity and frustration with the changes taking place. This 
was startling for me because I had taught with Jeffrey for three years and had known 
of none of these frustrations before. 
My willingness to listen carefully to Jeffrey’s concerns may have been a 
trigger for him to ‘offload’ some of his concerns or angst. This placed me in an 
invidious position because I was trying to be objective as a researcher and supportive 
as a colleague. 
Later in the year during department meetings Jeffrey changed his tone and 
attitude, demonstrating interest in the world literature texts, literary theories and 
cultural contexts that he had to plan for. This latter position was somewhat 
ambiguous: his regard for the subject had changed, but why did he think the students 
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would be more interested in and capable with these multicultural texts? This led me 
to think that it wasn’t so much the IBD that bothered Jeffrey, because he appeared to 
agree that it was an interesting and challenging course to teach. Instead he was 
concerned because of the shift of control in his classroom. Previously he packaged 
up a module for A-Level English, and if the students did badly it was their lack of 
language that was the problem. However, the IBD’s student-centred learning 
pedagogy created more tension for him because it made him feel more responsible 
for their learning. 
Jane was worried that under IBD it would be compulsory for all students to 
take a science subject when they lacked skills, not least their ability in English. 
Science had a different approach and assessment in the IBD, including fifteen 
experiments that required significant amounts of report writing and oral presentation 
skills for the Group 4 project. She was used to developing written modules that 
packaged knowledge and skills. Without this prop for her teaching, she had to rely 
on the students’ efforts and commitment to their learning. It seemed her sense of 
identity as a ‘good’ teacher, her status, and sense of her role in the classroom were 
under threat. 
Vivian shared Jane’s concerns about IBD’s additional language requirements. 
Besides that she was concerned that, due to its popularity, physics would become a 
choice for many students for their EE. The language requirements for the 4000 
words EE were demanding, and Vivian doubted if most of the students in HKPS 
could handle the pressure of writing a scientific EE. Vivian felt added pressure 
because she was responsible for helping the students in her class prepare for the EE, 
support her colleagues during their new roles as supervisors, and deal with the 
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management team in terms of lack of resources for a series of scientific EE 
experiments. 
Marion had not given the initial implementation of the IBD much thought, 
because she would not have to teach it. She also expressed how put out the PE 
teachers were for being sidelined and left out of the IBD courses. However, when 
she realised she might be responsible for teaching TOK, and for supervising the 4000 
word EE, she changed her attitude from indifference and expressed concerns about 
the language needs of the students. Thus once Marion could see a role for herself and 
the other PE teachers, she was anxious to find out more about it.  
Paul was very concerned about the students’ language in the arts. His focus 
was on developing the students’ communication skills, because they had to present 
their artwork one to one with an external examiner. He had significant concerns 
about the students’ ability to express themselves confidently because they appeared 
to be so passive in their learning. He didn’t offer suggestions for adapting his 
pedagogy to inspire or transform the students’ attitude towards learning; instead Paul 
focused on the relationship between the new curriculum and exam results and how 
that in turn would reflect badly on him. 
Ron was concerned about the need for improved language skills as both an arts 
teacher and HOD. His comments reflected his thoughts on the whole change process. 
He appeared to feel that examination results would be affected by the need for 
improved language skills. Once again the focus was on the final assessment (two-
years away) not on the immediate planning required to assist students in their 
introduction to the academic demands of his subject.  
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2.1 (b) Students’ apparent passive attitude to learning 
All the participants expressed their concern for the students’ passivity towards their 
learning. The impending change of curriculum had widespread implications for the 
students’ alleged passivity. For example, teachers’ practice of packaging up an A-
Level module so that it was easily digestible had to drastically change because the 
IBD philosophy required students to become independent learners and develop 
various conceptual skills. The teachers had a guide for this skill development, the 
IBO Learner Profile (Appendix One); however, Paul was the only participant who 
mentioned it at all, demonstrating his interest and assessment of the IBD demands on 
the students. 
Jeffrey was initially vehement in his opinion about the students’ passive 
behaviour in class. He was used to the A-Level pedagogy in which the students 
studied four texts in great detail and had several opportunities to rewrite their 
assignments. The thought of the inquiry-based learning pedagogy, combined with 
teaching 15 texts, was incredibly stressful for him. He started the year stating 
adamantly that the students’ couldn’t or wouldn’t work independently. By May 
2007, he had begun to engage with the planning for the IBD and came to the 
realisation that the students’ would have to be more responsible for their learning, 
regardless of expectations for exam results; he couldn’t do it all for them. He was 
slowly shifting from thinking like a ‘sage’ to a ‘guide.’  
Jane was more concerned about the standard of ability of students opting for 
her Science subject. She was used to ‘high flier’ students who planned to become 
engineers and both enjoyed and needed her subject for their career. In contrast the 
IBD meant that all the students had to do one science subject and this meant that she 
would have an influx of students with little or no prior knowledge of physics. Her 
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expectations that the students lacked the necessary academic background and would 
want her to tell them what they needed to know placed great pressure on her. Thus 
Jane perceived the inquiry-based learning would present her with more 
complications and increased tension. She was in a professional bind: good at her job, 
yet unsure and not knowing who to ask for help or clarification. As she herself came 
from an educationally elite background (Masters in physics from Cambridge 
University, UK), Jane’s reluctance to teach lower ability or uninterested students in 
the IBD could be a reflection of her personal attitudes to science as an elite subject. 
Her responses throughout the year seemed to become more resistant as she interacted 
with groups of teachers across the school in meetings and the talk that I observed 
was mainly critical of the change, or “us and them” talk. 
Vivian had taught IBD before and knew the extent of the learning required 
from the students. She felt that they would have to be encouraged to learn 
independently because there was little time to help them or revise things that they did 
not understand. She had gone from teaching the IBD in another country, then to 
Hong Kong teaching the modular A-Levels, and now back to teaching the IBD 
again. Vivian was aware of the pedagogical philosophy of the IBD; however, she 
was also used to the expectations placed on her to represent her department and their 
excellent science exam results. Her role as both HOD and teacher was going to be 
threatened by the influx of disinterested students, or students with minimal scientific 
backgrounds. 
Marion stated her shock at the passive attitude of the students in the school 
when she first arrived in Hong Kong and her confusion that this passivity seemed to 
be accepted or expected by other teachers. Because she was not expecting to teach 
the IBD the following year, she was a little indifferent to the immediate issues facing 
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the other teachers. However, she laughed (gleefully) at the thought of the problems 
this passivity presented for other subject areas. She may have thought this was ironic 
because she seemed to think knowledge-based subjects, such as science, may have 
encouraged this passive behaviour because of the teachers’ spoon-feeding. However, 
Vivian’s tone changed once the significance and shock of having to teach the core 
subjects TOK and EE hit home. All of a sudden she started to take things seriously. 
As the year passed, Vivian asked me questions about TOK and it became obvious 
that she was starting to enjoy the challenge of planning for teaching such a 
philosophical subject. 
Paul was very committed to his subject and the students that he had were also 
committed. However, when he realised that there would be an influx of students with 
little or no background in arts, he became concerned about how students who were 
not very interested in arts would affect his pedagogical practices. On a cultural level, 
Paul was enthusiastic about the change; however, on a practical level he worried 
about the added pressure placed on him in his subject to teach, assess and transform 
the students’ learning style. 
Ron was an experienced HOD who was familiar with the students’ 
expectations at the school. However, like Paul, he was used to students choosing to 
do art because they loved it or were talented and committed. As he organised 
resources, reviewed the change towaart, and predicted the demands created by the 
extra numbers of students, he also worried about their lack of commitment to his 
subject. Ron expressed that the students’ lack of commitment could be an ongoing 
issue for the teachers and add to their anxiety as they planned for the implementation 
of the IBD. 
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2.1 (c) Management team’s support 
All the participants expressed concern about the expectations placed on them by the 
management team to plan, create resources, write schemes of work (SOW), and 
collaborate with one another.  
Jeffrey felt that the expectation from the management team for him to teach a 
literature course as successfully as the more linguistics based A-Level course was 
unrealistic. Instead of classical or contemporary Anglocentric texts taught in great 
detail over twelve-weeks, Jeffrey now had to construct a two-year course and depend 
on the students’ commitment to their own learning (and capacity to read the texts on 
their own) to succeed. In addition, Jeffrey thought the lack of choice about the CPD 
days was onerous and stated that his time would have been better spent planning for 
the IBD. However, throughout the year I observed Jeffrey becoming gradually more 
accepting of the new literature course; yet he was consistently and vocally resistant 
to the other organisational changes proffered by the management team. 
Jane was concerned that the management team’s implementation of the IBD 
placed pressure on teachers and there were too many changes happening at the same 
time. She wanted “the sand to stay the same” and this indicated a feeling of anxiety 
and pressure. The lack of room, especially laboratory space, was another issue; Jane 
complained that the management team hadn’t thought these details through. Having 
more classes, because all the Year 12 and 13 students had to do science, and having 
less space for them, didn’t add up for Jane. Through observing Jane’s interaction in 
groups and her anecdotal comments, I could see that her resistance was focusing 
more and more against the management team. Any initiative that they put forward 
became a bone of contention, and Jane became increasingly resistant to change. 
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As HOD of science, Vivian felt strongly that the management team would 
expect equally good examination results – partly to justify their mandatory choice of 
curriculum and partly to compete with other schools in Hong Kong who were also 
taking on the new curriculum. This pressure to succeed caused a level of anxiety for 
all the teachers and Vivian’s department, although confident of their knowledge and 
skills based on previous results, were less confident about the students’ ability to 
achieve good results without the teachers’ close ‘shepherding and cramming’ 
modules. She was looking ahead and predicting confrontations with the management 
team if they (the science teachers) did not produce good exam results. Ironically, 
Vivian didn’t mention the learning that had to take place, only the final results. This 
led me to think that Vivian, despite her prior experience with teaching the IBD 
course, was herself focused on her status of being an elite teacher and the thought of 
losing their elevated status was causing tension for her and her colleagues. 
As mentioned above, Marion began her interview by appearing to be 
indifferent to the IBD and voiced her concern that the PE department was being 
‘sidelined’ by the management team. With fewer classes (no Year 12 and 13 
students) she was concerned as HOD that some of her colleagues might lose their 
jobs. However, Marion became actively engaged in the planning for the TOK and 
EE courses, raising questions in staff meetings and befriending the TOK coordinator 
to join an IBD group. This behaviour made sense because it was an avenue for her 
and her colleagues to maintain their connection with the senior students, gain extra 
classes and be considered intellectually equal to the other teachers. 
Paul was overtly pleased to be teaching the IBD and getting away from the 
Anglocentric values of the A-Level curriculum. Nevertheless he was concerned 
about the pressure placed on resources, lack of space and the need for reskilling in 
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order to focus on Asian art. The management team’s apparent lack of understanding 
of his particular issues appeared to increase his anxiety about the new curriculum. 
Ron as HOD of Arts was looking forward to the change of focus towards Asian 
art, yet worried about the details of the planning. He was concerned that the 
management team would expect high exam results from his subject area and felt that 
this was unrealistic. His reasons were that in the past students learned the skills and 
knowledge they needed from year 10 onwards. However, because all Year 13 
students had to do an elective, he predicted a large number of students who knew 
nothing about art would be taking his subject and the resulting exam results would 
fail to impress the management team. Ron’s responses to me expressed a sense of 
ambiguity. He accepted the new IBD course, yet appeared resistant to the ongoing 
organisational changes that the management team presented to the staff. He 
obviously felt that he had enough to do and any more change was both onerous and 
unproductive in attaining results. With all of these points made, Ron didn’t refer to 
the possibility of a transformative change for himself, his colleagues or the students. 
This may be because as a busy HOD he had no time to reflect on this possibility or 
was unaware of the significance of constructivist learning on the development of the 
student. Ron also had concerns about the lack of support for the planning and the 
implementation of the new curriculum in his subject. According to the IBD syllabus 
the students should be allowed access to their work whenever they had time to work 
on it independently. The reality was that because space was at a minimum there were 
no areas available for students to work independently. The lack of attention to these 
details, and the lack of support by the management team, seemed to him to be 
contrary to the intended purpose of the IBD to create student-centred, independent 
learners. 
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2.1(d) Management’s pressure for examination results 
All the participants expressed their concern about the future examination results for 
two reasons: the high expectations of the management team and worry that lower 
exam results would tarnish their (the teachers’) professional identity. The mandatory 
move to the IBD was a calculated gamble on the part of the management team. They 
had persuaded parents, students and teachers that it was in the students’ best interest. 
However, the ultimate objective of any secondary curriculum, especially in private 
schools, is the (external) examination results and the accompanying tertiary entrance. 
The management team appeared to be under pressure themselves and focused on 
reinforcing the deadline for the implementation of the IBD at each staff meeting. The 
teachers, who were mainly British, had grown up with the A-Level system and as 
subject specialists had attained the status of ‘being an A-Level teacher.’ The shift 
from being an expert who prepares students for exams every twelve weeks, to being 
a novice who facilitates students’ independent learning was quite shocking for them.  
Jeffrey’s concerns were based on the students’ lack of language skills 
combined with the need to rely on students’ capacity to learn independently to attain 
results in literature. Jane was concerned about the number of students with little or 
no skills in science having to be taught and ‘coached’ to pass the exams; in addition, 
the Group 4 project meant that her students would have to collaborate with all the 
other sciences, thus adding a layer of competition to the exercise. Vivian was 
concerned about the students’ ability to cope with all of the academic demands, and 
that this pressure would result in poor exam results that would in turn reflect badly 
on her department. Marion, on the other hand, had no pressure for exam results, 
because her subject was not part of the curriculum. Paul and Ron shared their 
concern because their subject would undergo significant changes, starting with the 
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new focus on Asian art and ending with the students’ oral presentation to the 
examiner. They both stated that they would offer opportunities for practice; however 
time was limited and space to display the students work was difficult to find. Thus 
the constant focus on exam results was a direct contradiction of the IBD philosophy, 
but there was no getting away from the school’s imperative to facilitate students’ 
entry into tertiary education. 
3. Emerging concepts and questions 
The data reflected further concepts and questions that were evident in the regular and 
irregular interactions I had with participants. 
3.1 Concepts 
The participants were all qualified, experienced teachers and as time went on they 
expressed their attitudes towards certain concepts that arose. For example, Jeffrey 
was aware that his students preferred a ‘spoon-fed’ approach to learning. The 
concept of encouraging them to be more proactive and independent in their learning 
appealed to him and contributed to his acceptance of the curriculum change. Thus his 
attitude towards the new curriculum changed slowly as he began the year by saying 
“you have to read every text line by line to them” and went on to make positive 
comments in department meetings, such as “the kids should understand these texts 
and begin to enjoy reading them.”  
Jane was also aware of, and in a way responsible for promoting passive 
learning in her classroom through her packaged approach to teaching. With the 
advent of the EE, she realised that students had to learn by themselves and her tried 
and true methods were becoming inappropriate. Her tension and resistance seemed to 
grow throughout the year in contrast to some other participants who through self-
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interest (keeping their job), or inertia (giving up their objections and conforming), 
began their journey towards becoming IBD facilitators. 
Vivian had to acknowledge the effect of the numbers of students who were 
likely to choose her subject. The concept of having a huge student demand when in 
the past only the elite top tier of students chose Physics, meant that she had to plan 
her program to include students who had little or no background in science and her 
modular packages would not work in a two-year course. In addition, in the past the 
students felt that Physics was the most important subject alongside mathematics and 
very few students (30 out of 180) took English or the humanities. This was a widely 
accepted view in the school and the science laboratories had every piece of 
equipment needed to ensure that the teachers continued with their excellent exam 
results. However, the IBD curriculum meant that all subjects would be equal and this 
perceived loss of status cast a shadow over Vivian’s attitude towards the IBD course. 
Marion had to accept the concept that her subject PE, which was basically a 
non-academic one, would end up becoming a science, with an emphasis on 
theoretical and written skills and less focus on physical activity. Although she had 
faith in her colleagues’ ability to cope with the new sports science subject, Marion 
perceived it was going to be a cultural change for them and an additional workload 
when the pilot program began in 2009. 
Paul took an active interest in the concept of Asian art and the breadth of skills 
required over the two-year period. He felt confident that he would cope with the 
change and that it was more appropriate culturally for the students. However, he was 
alienated from the predominantly British values of the school and he focused more 
on the responses of the British teachers than his own reflection. 
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In contrast to this, Ron was concerned that his colleague Paul lacked the 
background in Asian art and would have to spend a significant amount of time 
researching in order to catch up. This interested me because as an HOD Ron should 
have been familiar enough with Paul to appreciate his values and be aware of how 
culturally isolated Paul felt in the school. This lack of awareness demonstrated to me 
that Ron and Paul did not have a close working relationship.  
3.2 Questions 
Participants questioned many aspects of the proposed changes during this year. 
Some of the questions were subject specific; others were more general and shared by 
some or all of them. Examples of the latter are: 
 Why are we doing this (changing the curriculum)? 
 Why do we have so many other (organisational) changes at the same time? 
3.2 (a) Why are we changing the curriculum? 
The year began with a sense of bewilderment as to why the A-Level curriculum had 
to change. The formal interviews revealed that the participants knew there were 
problems with the A-Level, yet they were not in agreement that it should be replaced 
completely by the IBD. 
The participants varied in their responses towards the new curriculum. Some 
were critical of the A-Level, yet resentful of the reasons given for the mandatory 
move away from it. Others, like Paul, were happy to change because the A-Levels 
were the epitome of British culture and he wanted a broadening of the school culture 
and learning environment. 
Jeffrey was aware that the A-Level curriculum had been discredited 
academically and needed to be more rigorous. However, this didn’t mean that he 
thought it was a good idea for HKPS to change to the IBD. His initial concerns were 
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based on perceptions of the students’ passive mode of learning, the need to adapt his 
existing pedagogical methods, and the high workload necessary to bring about the 
changes. By the end of the year he had overcome many of his reservations towards 
the curriculum, because the intellectual breadth of the literature course gained his 
interest and respect. This may have been because the resources were organised, texts 
were chosen and ordered, and within the English department people had changed 
their attitude towards the IBD, becoming more acceptant rather than resistant. 
Jane was personally confident in her abilities to teach any curriculum. 
However, she was proud of her A-Level pedagogical methods and the change to 
become a facilitator was not welcomed. She was concerned that she would have to 
accept students with a wide range of abilities and this would reflect on her with 
average results. As far as she was concerned, the A-Levels had been discredited, yet 
their pedagogical structure suited her teaching style. Because science is so 
knowledge and concept based, the argument that the IBD would be a better cultural 
match for the school seemed to be ignored by her. 
Vivian had taught both curricula and she was concerned that the influx of weak 
students would make teaching the IBD very difficult and challenging. Space was at a 
premium and the passiveness of the students was also an issue. Like Jane she had 
designed a packaged modular system for teaching the A-Level and this worked for 
her. She seemed to me to be so overworked and tired, the thought of more change 
and more pressure was obviously weighing her down. 
Marion was in the early stages the most resentful of the participants about the 
mandatory change of curriculum, because she and her colleagues had fought to gain 
their status as A-Level teachers and now they were not part of an IBD subject area. I 
noticed that in the formal interview Marion mentioned the students’ passive 
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behaviour several times; she seemed the most concerned about this and as far as she 
could see: What was the point of changing from one curriculum that the students 
struggled in for another? Her concern had nothing to do with the cultural values or 
philosophy; she just doubted the academic ability of the students to achieve high 
outcomes. 
Paul was initially the most positive of the participants in his attitude towards 
the IBD because he had felt isolated by the British values at the school. He 
appreciated the cultural changes and the focus on Asian art for the mainly Asian 
student cohort. However, despite his approval of the change, he had significant 
doubts about the students’ ability to do well in his subject if they did not have 
foundation skills and English language skills. Like Jane and Vivian he was 
concerned about the influx of students who had to do an elective rather than creative 
talented students who chose art. 
Ron was very concerned about the IBD logistically. He would have preferred 
more time to implement it, plus more space for the extra classes that he and Paul had 
to teach. In terms of content, he was happy with the change of pace, especially with a 
two-year course. Yet in terms of assessment, he had serious reservations about the 
language component of the course. 
I felt that the teachers knew their students’ abilities and interests well and their 
professional concerns about the IBD were reasonable. They were used to having 
control of the learning within their classroom and the shift to student-centred 
learning was undermining their confidence on several levels. It seemed to me that 
they saw the IBD as an intrusion, stripping away their status as elite teachers. In 
addition, they resented the autocratic manner in which they were being forced to 
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accept and embed the new curriculum; they felt ‘herded’ along with no alternative 
avenue except to leave the school. 
3.2 (b) Why so many other (organisational) changes at the same time? 
It was apparent to me that all the participants were concerned about the plethora of 
new initiatives and organisational changes that the management team introduced 
during 2006-07. Some changes were minor (surface); others were deeper, with 
implications for their pedagogy. An example of the latter was the new two-week 
timetable, which was a major source of concern. With the IBD subjects the higher 
level (HL), students would see teachers four times a fortnight; whereas, standard 
level (SL) students would see teachers three times a fortnight. The length of time 
between lessons meant that students might forget concepts or ideas because they had 
limited time to practice, reinforce and communicate with teachers. 
Jeffrey was concerned about both the two-hour lessons and the two-week 
timetable. He claimed that he was used to teaching texts in detail, and the IBD texts 
would require the students’ input and commitment to learning for themselves. If an 
SL student missed a lesson, she/he would not have their next lesson for three weeks 
and this lack of continuity would affect their learning. All the participants 
commented on this and agreed that it would undermine the embedding of knowledge 
and skills for each subject. 
Jane was concerned about the number of changes. She said, “I want the sand to 
stay the same”. And she resented the numerous meetings about the use of technology 
because she felt she was extremely competent or ‘tech savvy’ and didn’t need to be 
told how to use Google in the classroom.  
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Vivian felt that she needed more time to prepare for the changes and would 
have happily put off the IBD for another year. As an HOD, Vivian felt the number of 
changes were overwhelming. The responsibility for implementing them all, plus 
preparing for the IBD, plus achieving excellent exam grades throughout the year 
were onerous. She was concerned about the calibre of students who would be 
choosing science and realised that her usual pedagogy would have to change. She 
commented on the likelihood that some of the students would resent having to do 
science, and this anticipated lack of student interest undermined her confidence in 
the successful implementation of the IBD. 
Marion felt that everything was being rushed with little or no consultation with 
teachers. She felt that she had little or no voice and as an HOD this meant that her 
colleagues were being sidelined and there was nothing she could do about it. The 
two-hour lesson suited her subject; however she appreciated the difficulties other 
subject teachers were having with teaching for two-hours. 
Paul, despite his acceptance of the cultural shift in the IBD, was frustrated at 
the many initiatives that seemed to accompany it. He was accepting of the extra 
planning required and resources needed for his subject, yet he didn’t see why so 
many things had to happen at once. Two-hour lessons suited him, but a two-week 
timetable was disastrous for students who needed to constantly hone and practise 
their skills. Paul thought the use of laptops would be helpful for graphic design and 
research, yet he was concerned about the possibility of them being a distraction for 
the students in the class. 
Ron in his position as HOD was responsible for the implementation of the new 
initiatives. He thought he had to teach two-hour lessons, support Paul with his lesson 
structure, and ensure that the students didn’t miss too much time. Ron also expressed 
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concern that the exam results would be compromised due to the distraction of the 
laptops, and changes to timetable and lesson structure. 
4. Themes 
The themes that emerged from this research study were:  
 The participants were interested in the cultural and academic value of the 
IBD, yet reluctant to change from the status quo A-levels that had allowed 
them the kudos of good exam results.  
 Although the participants were proud of their results, the continual 
expectation that they (the participants) would continue to produce good 
results was a burden. There was also a feeling of a power imbalance that 
produced resentment: their job to get these privileged students into university 
was a little like being ‘hired guns’.  
 The participants were concerned that instead of a ‘streamed’ group of 
students with prior skills and interests taking their course, they (the 
participants) would have to contend with students who were ‘forced’ to take 
their subjects in order to gain the minimum 6 IBD subjects. 
 The participants were concerned about the English language ability of the 
students (a sizeable number came from ESOL backgrounds) and about the 
added focus of communication skills in all the IBD courses. 
 The participants were concerned about the pace of change and the number of 
initiatives that were being enforced to ‘support the IBD’. 
 The participants felt they had little or no voice in the change process at the 
school and that their experience and expertise as educators was not valued. 
 The participants lost trust in the management team as the year progressed, 
feeling that their concerns about the changes were constantly overlooked. 
4.1 Changing from A-Level to IBD  
I was surprised to note that the participants were not actually resistant to the IBD, or 
at least they did not remain resistant to it. They were cognizant of the IBD 
philosophy and the holistic nature of the program. Their resistance came from other 
sources: the management team’s seemingly oppressive attitude towards their 
concerns, the pressure of the increased workload, the students’ apparent lack of 
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interest in their own learning, and their possible loss of status if their students’ exam 
results dropped. 
The participants were all highly qualified, and used to living overseas with 
other cultures. They easily came to grips with the cultural ramifications of the IBD 
program. However, it was the way the IBD was mandated and the lack of a voice in 
the process that created their initial resistance and, for some, their ongoing 
resentment. 
4.2 Streaming students 
The participants were used to students choosing their subject from an elitist 
perspective: talented art students, brilliant science and maths students. The IBD 
forced them to face several large classes of students who had little or no interest or 
background in their subject. The good old days of streamed classes were ending and 
they had no control over the new organisation. 
4.3 Language 
The participants had not previously considered the need to focus on teaching literacy 
in their subjects in any great detail. However, now they were going to be held 
accountable for students’ communication skills, and this would take time from what 
they saw as their primary purpose to teach subject-specific knowledge and skills. 
Each department was a world of its own and the teaching of English was seen to be 
the English department’s problem.  
4.4 Pace of change 
The number of organisational changes introduced to the staff became onerous during 
this school year. In addition, the pace of change was creating anxiety and resistance. 
The participants all commented on how tired they were of change, of the incessant 
demands from the management team, the deadlines to be met and the lack of 
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response when they queried the need for all these changes. However, the other side 
of the coin was that they were not prepared to be forceful, stage a protest or cause a 
public nuisance to voice their resentment. Should they have stood up for themselves? 
Perhaps, but once again the management team had made it clear that if they 
(teachers) did not like or would not carry out the requirements of the new regime 
they would be contravening their contracts and could be sacked (thus losing their 
work visa and having to leave Hong Kong). Each change meant there was less time 
and energy for participants to devote to developing the new IBD courses. 
Furthermore, the new CPD required for the implementation of the other changes 
took time away from what they felt was their major purpose: planning to implement 
their new courses. 
4.5 The sound of silence 
It became evident to me from the interviews, observations and anecdotal responses 
throughout this year that there was a gap, a communication chasm, between the 
management team and the teachers. This gap allowed me to capture the reasoning 
behind the teachers’ behaviour both individually and amongst other staff (Merleau-
Ponty, 1962; Maykut & Morehouse, 2002; Patton, 2002; Polanyi, 1962, 1967). The 
participants were all professional educators who had insights to offer about the IBD. 
However, they had no forum to offer these ideas. Instead of talking to each other 
staff-wide, the teachers sought solace from their department, and lacked a whole-
school voice and vision. By focusing on the data, it became apparent that my role as 
a participant observer positioned me to observe life experiences of the teachers and 
note the very real ‘silence’ that was becoming a feature of their response to change 
(Crotty, 1998, p. 5). 
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Because the staff meetings were one-sided speech events where the staff were 
‘talked at’ by the management team, the staff silence was more and more noticeable, 
with teachers leaving the meetings immediately and with little or no chatting 
afterwards. It became apparent that the management team were united (against the 
teachers’ resistance) and instead of appointing a person as the ‘go to’ person for the 
staff’s questions, management maintained their official line that, “the IBD is just 
another exam board”, which was arguably arrogant and philosophically at odds with 
the IBD. The management team may not have been completely out of touch with the 
staff’s concerns, but they were determined to forge ahead and impose their 
objectives, seemingly oblivious to the anguish and frustration of staff. 
The staff meetings during this year consisted of power point presentations by 
the deputies, with little or no opportunity for feedback. More significantly, the 
management team set the agenda for these meetings in advance and the teachers had 
no opportunity to add anything to each agenda. Controlling the agenda is a 
management technique that allows a manager to control the meeting and its outcome. 
The teachers became more and more disengaged with the ongoing change process 
because they had no voice. They spoke to each other maintaining ‘us and them’ talk, 
yet their sense of frustration and resistance to the process of change grew.  
There were occasions where teachers could have approached the management 
team, for example during Monday morning briefings, before parent nights, after 
school meetings. However, once the initial questions were asked early in the year 
and more and more initiatives were rolled out, the teachers seemed to distance 
themselves even further from the managers. My observation of this growing 
development or communication chasm between the teachers and the management 
allowed me note the feedback and growing sense of frustration and for some, 
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indifference towards the change. I was aware that I had to be as close I could to the 
participants whilst maintaining a sense of objectivity towards the emerging 
phenomenon of ‘silence’ (Whittemore, Chase and Mandle (2001, p.527), Three of 
the participants were HODs and, therefore, had regular contact with the management 
team at senior manager meetings. This could have been a conduit for department 
concerns; however too often they were jockeying for position to gain resources, 
space and staff for their departments. They offered little feedback to the other 
teachers about the managers’ responses to their concerns and therefore they didn’t 
blur the boundaries between the management team and the teachers.  
4.6 Trust 
As participant observer, I noticed an emerging phenomenon: the breakdown of trust 
between teachers and management. Up until this year, the teachers had maintained 
an overall level of trust in the guidance by the management team. They complained 
at times about details, but overall they thought the school was being guided in the 
right direction. However, based on my membership of the steering committee (in 
2005-06) that included Vivian, and through interactions with the management team, I 
realised that the management team was making changes without consultation with 
Vivian and me, the only members of the committee who were experienced with the 
IBD. This suggested that our presence (Vivian’s and mine) on the committee was 
tokenistic, or that we were ‘window dressing’ for the upcoming IBO authorization 
visit that took place November 2006. Despite our informed warnings (about 
students’ passivity, language skills, lack of space) plans were made and endorsed and 
presented to the staff as a fait accompli. Because our names were associated with 
these plans, Vivian and I became disillusioned and disassociated from the decisions 
made. 
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This feeling of distrust in the management teams’ decisions grew amongst the 
staff as it became obvious over the year that there was an agenda in place to force 
through the initiatives; there was a plan somewhere to adhere to deadlines and the 
staff would be held accountable for the success or failure of the implementation 
process. This feeling of pressure became obvious to me because the participants 
frequently commented on how frustrated they felt about decisions being made and 
dropped on them, with little warning and no consultation. The management team was 
well aware that the staff was unhappy with the changes and the suddenly increasing 
workload, yet they ignored this and apart from the suggestion folder (that was 
ignored), made no attempt to engage staff in a discourse about the viability and 
sustainability of the organisational changes.  
This lack of emotional trust between the participants and the management team 
was most evident in Vivian, Marion’s and Ron’s responses. As HODs they dealt 
more closely with the management team and disseminated details to their 
departments. Their concerns were about their colleagues and the impact the changes 
were having on them. The silence about their own personal concerns revealed to me 
(as a fellow HOD and observer) that as members of the extended senior teaching 
team, they were aware of the management team’s long-term goals and the 
ramifications of these goals for the teaching staff. They were in an invidious 
position, privy to confidential information about the planning for the school, and 
protective about the impact of these changes on their departments. This ‘deafening 
silence’ on their part was indicative of their despair at the growing sense of 
oppression and unfairness that was being displayed. There was a widening sense of 
insecurity and a power imbalance at play at HKPS that was affecting the participants 
and in turn colouring their view of the changes that they faced. 
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5. Conclusion 
The participants had valid concerns about the effects of the organisational changes 
on themselves, their department and their students. Their resentment or resistance to 
the changes at HKPS seemed to coalesce on their lack of ‘voice’ and ability to 
engage collegially in the profound changes being prescribed during the transition 
year. As I was as much a participant as an observer, I felt it was becoming harder 
and harder to maintain my impartiality (Maykut & Morehouse, 2002, p.13). towards 
both teachers and management as it seemed to me that the teachers felt they were 
working in a vacuum, with little or no response from the management team. 
In this chapter I re-examined the data displayed and described in Chapters Four 
to Six to sift and sort into patterns the verbal and non-verbal behaviours of 
participants. As categories emerged from the data, including that generated from my 
observations, I felt very torn. On the one hand, I appreciated the cultural and 
academic potential of the IBD curriculum, and therefore wanted the management 
team’s effort, however clumsy and insensitive, to succeed. On the other hand, having 
spent twelve months closely observing the participants, their interactions and 
responses, I was conscious of how this was affecting the staff and sympathetic to 
their plight. 
In Chapter Eight I will summarise the thesis, consider the implications of the 
tentative findings identified in this chapter, and switch to objectivist mode by 
making recommendations for a more ‘effective’ approach to organisation and 
curriculum change in schools 
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Chapter Eight: Drawing conclusions 
1. Introduction 
In previous chapters I presented my gradually unfolding ethnographic study, starting 
with the research topic and questions, moving on to conceptual and methodological 
matters, then to a gradual display and finally the analysis of data. Now is the time to 
take stock and draw the project to a close. 
I started out with personal and professional concern and curiosity about the 
organisational changes afoot at HKPS. As a member of the IB steering committee in 
2005-06, I was conscious that the timetable and early plans for the switch of 
curriculum were very ambitious and I was curious as to how the staff would react to 
the challenges ahead. I was especially interested in how teachers would respond to 
the proposed student-centred pedagogy and the rather extensive organisational 
changes insisted on by the management team. But how could I best investigate this 
topic?  
At first I decided to use a combination of qualitative and quantitative methods. 
My intention was to gather the data in a qualitative manner over the 12-month period 
and then analyse it by applying certain constructs and models to determine levels of 
participant resistance and categories according to participants’ prior professional 
experience. However, I came to the realization that this analytic process was quite 
quantitative and contrary to my original intentions to observe and report the teachers’ 
perspective. So I have reworked and rewritten most of the thesis to concentrate on 
the ethnographic program of seeking an insiders’ perspective of ‘what was going on’ 
at HKPS.  
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However, the switch from what would have been an essentially quantitative 
construction of knowledge to a qualitative one was not without its problems for me. 
The dominant quantitative epistemological viewpoint that the researcher’s role is to 
produce results that are valid (i.e. factual and accurate) lingered. I was doubtful that I 
could make sense of the qualitative data I had collected without imposing some sort 
of measuring device, and I was inclined to tell, that is, make premature conclusive 
assertions about aspects of behaviour, rather than show participants’ behaviour in its 
naturally occurring contexts.  
Fortunately, I have been able to gradually take on and apply the qualitative 
program. Whether I have remained true to the program and applied it competently 
will be for the reader to judge. This research has been a long and meandering path 
for me during which I have changed my perspective on several matters: the 
suitability of the IBD for all students at HKPS, my role as an IBD expert, and my 
choice of research approach. Having said all that, I believe I have ended up with a 
rich story that is worth telling. 
In this chapter I begin in section 2 with a summary of this thesis. I describe 
each chapter and I outline my main ideas and concepts for the overall research. In 
section 3, I examine the limitations of the study and elaborate on my change of 
research paradigm from quantitative to qualitative. In section 4, I reflect on the 
significance of the research. Finally, in section 5, I switch my role back and forth 
from qualitative researcher to educationist and actually make recommendations as to 
how HKPS could have planned and implemented curriculum change in a more 
effective manner. 
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2. Summary of thesis 
In Chapter One I set out my research program, focusing on my research aims, and 
the research questions. In my background section I attended to the emerging 
conflicts and the cultural and political contextual changes taking place in Hong 
Kong; I then made the connection with the global economy and how these changes 
were ‘driving’ the management team’s decision to drop the Anglocentric A-Level in 
favour of the more internationally minded or ‘glocal’ IBD curricula. I then shifted 
my gaze to provide an account of the differences between the two curricula, which I 
thought would be a useful resource for the reader when (in Chapters Four, Five and 
Six) participants spoke about them. 
In Chapter Two I explained why my literature review should be 
unconventional, then shifted tack to sketch the differences between quantitative 
(objective) and qualitative (constructivist) paradigms and why I chose qualitative. 
The latter argument was continued in my justification of a qualitative approach to 
examining organization and curriculum change in a particular time and place. I then 
examined some literature about curriculum, pedagogy and organisational changes, 
relying mostly on quantitative studies. Despite my intention to remain impartial, I 
became rather impatient with the reductionist and non-nuanced quantitative 
literature, arguing that it provides little in the way of insights on how curriculum 
change impacts on teachers and their work. 
In Chapter Three I gave a description of my research methodology and how it 
related to the other three elements that are the basis for any research: epistemology, 
theoretical perspectives, and method (Crotty, 1998). As is often the case when 
researchers account for their methodology, I spent more time on the methods for data 
collection – the semi-structured interview and participant observation. My role as a 
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participant observer was predictably complex. It positioned me to be both one of 
them (teacher) and apart from them (as a researcher and occasional middle manager). 
I was an ‘indweller’ but I had to go AWOL frequently to attend to my research tasks 
of note taking, reflecting and ongoing planning. I also had to try very hard to be a 
skilful and impartial observer and listener. I struggled with impartiality at times, 
such as when participants’ continually complained about the students. In this chapter 
I also outlined some theoretical ideas on community of practice and reflexivity that I 
thought would be resourceful for my analysis. Finally, I needed to account for my 
ethical practices and moved on to introduce the six informants, usually referred to as 
participants, in my study.  
In Chapter Four, I presented an overview of the key events of the HKPS school 
year 2006-07. The key events were accompanied by frequent organization changes 
and pressure by the management team regarding such matters as exam results, and 
increased professional development to be taken in teachers’ own time. I then gave a 
brief account of teachers’ groups and their membershipping behaviours. Finally, I 
added an auto-ethnographic description of my juggling of the roles of participant and 
observer. 
In Chapter Five I displayed and described the speech data collected, using two 
research questions to frame the individual responses to my interview questioning and 
in informal exchanges. The questions were: 
 How did the six teachers respond to the challenges presented by these 
curriculum changes? 
 What role did the teachers play in the curriculum change in HKPS? 
The participants were not at all hesitant in responding to the first question. 
Organisational changes were happening thick and fast and generally the participants 
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were not happy with the way they were being rolled out. However, one of the more 
significant changes – the two-hour lessons and the new timetable – brought a mixed 
response. Some subject teachers thought they were benefiting from the two-hour 
lessons; however, the new timetable was perceived by some teachers as too much of 
a delay between lessons and a threat to vital reinforcement of skills. It must be said 
that participants showed more concern about the impact of the inquiry-based 
curriculum on their students than on themselves. They all perceived that the 
academically more demanding new curriculum would not be conducive to HKPS 
students’ lower level of English languages and passivity.  
In response to the second question, the teachers appeared to think that they had 
little choice in the move to the IBD curriculum and, apart from the Anglocentric 
nature of the A-Level, were not convinced of its necessity at the outset. They had 
few opportunities to voice their concerns within the school and this limited any role 
that they could have in the implementation of the curriculum change. This move to a 
student-centred curriculum meant a crucial difference in the balance of power in the 
classroom. Their resentment of this move was voiced in the data, but not directly. 
Instead of emphasizing how they felt, they tended to project their resentment onto 
the students, with criticism of the students’ ability to cope without detailed help from 
the teachers. The other organisational changes that occurred in the transition to the 
IBD were met by participants with a growing sense of powerlessness and confusion, 
because they had no voice to express their concerns. Their HODs were collaborating 
with the management team (as Vivian, Marion and Ron had to do to gain space and 
resources) and, therefore, the perception amongst the participants was that no one 
was listening to their concerns. 
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Chapter Six was a description of data using the two other research questions to 
frame the display of responses:  
 How did the participants think they would need to change their pedagogical 
practices in order to implement the IBD curriculum? 
 How did the teachers think the IBD would impact on their professional 
identity? 
The pedagogical changes that were embodied in the new curriculum were 
shaping up to be sources of conflict because in this formative period (before they had 
to be put into practice) participants seemed quite confused about what they meant, let 
alone how they should be executed. They were used to facilitating some concepts or 
activities in their lessons, but not changing their teaching role entirely and supporting 
a completely constructivist pedagogy. Several participants mentioned that they 
supported student-centred learning, yet they seemed reluctant to ‘trust’ the students 
with the entirety of their learning. This ambivalence reflected the participants real 
need to be in charge and their reluctance to give up control of the pace and scope of 
learning in their classroom. 
With the threat of exam results remaining a hegemonic imperative, teachers 
were quite nonplussed about the impending pedagogical changes. For example, they 
knew that they were supposed to support the students as they learned yet 
paradoxically they (the teachers) were the ones who would be held responsible for 
maintaining good results. This was confusing and unfair and they expressed their 
resentment at this professional predicament throughout the data. The participants’ 
focus on exam results indicated to me contrasting levels of awareness: on one level, 
for teachers to, help students gain entry to tertiary education, whilst maintaining their 
own pride in their skills as teachers, seems fair enough; on the other level, it was a 
failing if teachers could not grasp the longer-term goal for students to becoming 
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active and independent learners – so that when the students got to university (and 
would no longer be spoon-fed) they would be more successful. One could go further 
and invoke a critical theory perspective on participants’ political naiveté– their lack 
of awareness about being pawns in the serious ‘game’ of maintaining privilege and 
wealth – but that is not the agenda of this thesis.  
The four participants who were British were more resentful of the shift to IBD 
because of their identification with the A-Level curriculum, both in terms of its 
cultural values and their personal background (all of them were A-Level graduates). 
They had risen to become experts in their subject area, and now, with IBD, they were 
expected to divest themselves of some of this expertise as facilitators of the students’ 
learning.  
All the participants were experienced and confident in their skills, knowledge 
and ability. However, the transition to becoming IBD teacher/facilitators didn’t seem 
to excite them at all. They did not envisage their role would be transformative in any 
way. Because this was the year before the implementation, it was interesting to see 
them grapple with the necessary change in their approach to teaching and their new 
emerging identities as facilitators in their classroom. 
In Chapter Seven I examined and analysed the data displayed in Chapters 
Four, Five and Six. I considered and categorised the patterns of ideas, concepts and 
themes emerging from the data. It became apparent that all the participants had the 
following concerns: 
 the students’ inability to use the English language effectively in order to 
succeed in the academically rigorous IBD;  
 the students’ apparent passive attitude to learning or being spoon-fed; 
 the management team’s apparent lack of support [lack of time and resources]; 
and  
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 the relentless pressure from the management team for examination results. 
However, in my role as researcher I have become aware of the bigger picture 
that takes into account but goes beyond what members display in their regular 
interactive situations. What I could see and feel most deeply was that the above 
concerns, especially the ones about students’ inadequacies, were proxies for and 
tangential to their main concern: their lack of a ‘voice’ to express and address their 
concerns with the management team. I will come back to this assertion below.  
3. Limitations of this study 
In the preceding section I have summarised what has been achieved in this study. It 
behoves me now to admit to its shortcomings. When I planned my research proposal, 
and constructed my research questions, I set certain parameters (i.e. frame of 
reference) for what would be included and what would be excluded in the research. I 
realize now that I seriously limited the focus of my study by not including the 
management team in ‘what was going on’. It would have been interesting also to 
include the students and their parents in the study. However, since my focus was on 
teachers’ reality, the omission of the management perspective is particularly 
regrettable. 
As outlined above, I also limited myself initially with my methodological 
focus by ostensibly doing a qualitative study and then, in a loss of nerve, bringing in 
quantitative ways of trying to generate facts about ‘what was happening’. Hopefully, 
I have resurrected this tendency and my study is now true to qualitative methods and 
more authentic in its representation of the participants’ perspective. 
A significant decision that I made was the choice of timeline for the research. I 
chose the year before HKPS implemented the IBD for two reasons: one, I thought 
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that in the following year, when IBD was being implemented, participants would be 
too busy and unwilling to participate in a study; two, I thought the period of 
organisational changes and preparation for the new curriculum would be particularly 
interesting. This choice of time may have limited the responses I gained, especially 
for the third and fourth research questions because with these the respondents had to 
speculate about what would happen, as much as reflect on what was happening. 
On the matter of speculation, I must acknowledge that my findings in this 
study are provisional at best. However, I hasten to add that my assertions about 
‘what happened’ are far from being a figment of my imagination. I have collected 
and displayed data that is as ‘hard’ as that in most quantitative studies, but into the 
mix of interpretation and analysis has come some of my subjective knowledge that 
has been ‘earned’ through my participation in the research setting. Hence the 
constructivist claims that objective and subjective forms of evidence are both 
warranted and necessary in social research. On this note of confidence, I now turn to 
the question of significance. 
4. Significance of the research 
Through my qualitative methodology I have presented a picture of a complex 
situation that evolved over a period of 12 months. Much of that picture has been 
‘painted’ by the six participants and, through my involvement as both participant and 
researcher, I have been able to add colour and shape. In some respects I was in a 
very good position as an insider; for example, I had been involved in the steering 
committee’s planning during the previous year (two-years before the actual 
implementation of the IBD) so I was cognizant of some important decisions made by 
the management team and had some idea of what the teachers would face even 
before the year began. This helped me to plan my research, particularly how I might 
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go about gathering data as the year unfolded. Chronicling the events and listening to 
participants enabled me to see patterns emerging over time. There were shared 
attitudes and behaviours and individual differences; an example of the latter was 
Paul’s sense of collusion with management because he resented the dominant British 
culture of the school.  
Overall, it could be said that the culture of the teachers at HKPS in 2006 – 07, 
in particular of the participants, was both heroic and pathetic. Heroic because of the 
way they battled so hard to hold things together – for themselves and the students – 
in the face of an autocratic and sometimes downright mean administration; pathetic 
because teachers seemingly could not stand up to and resist openly what they saw as 
an oppressive situation. As the management team made very clear: teachers could be 
compliant or leave. Quite a few teachers left, but the ones who remained were 
probably quite damaged from the experience, which was costly for all concerned. 
The reader will be the judge of whether this research is ‘significant’ for these 
reasons. 
5. Recommendations 
Other researchers have pointed out the importance of teachers being involved at 
every stage of school reforms (Day, 1999; Zins & Illback, 2007) I can but add my 
recommendation on this score. The teachers at HKPS were all academically qualified 
and therefore in a strong position to provide input into decision making about the 
switch to IBD. Of course if they had been invited to do so, not everyone would have 
accepted the offer with alacrity. But by being denied any real say teachers at HKPS 
had little sense of ownership and less commitment to the reform, even though some 
became increasingly supportive of the philosophy of the new curriculum. If the 
management team was fearful that opening up the topic of curriculum change to staff 
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involvement would lead to resistance or delay, it could have enlisted the help of 
professional facilitators. Any expense in providing more information to and 
opportunity for involvement by staff during the transition period would surely have 
paid off ‘in spades’. The cost of recruiting new staff for those who left during and at 
the end of 2006-07 would have far outweighed proper professional consultation. 
At the very least there were two actions that should have been taken in the 
lead-up to the change to the IBD curriculum: 1) direct input from the IBO to the 
teachers, clarifying its aims, student learning profile (Appendix One) and 
constructivist philosophy; and 2) a forum that allowed for open exchange of ideas, 
concerns and questions to be raised, followed by an ‘open line’ throughout the year 
between the management team and the teachers. 
Finally, when making complex changes it is important to consider the physical 
and emotional toll that each change will make on staff members. The data in this 
study suggested that it wasn’t the IBD curriculum itself that was the biggest source 
of tension; it was the accompanying pedagogy, plus the ongoing expectations for 
exam success and the manner in which these matters were imposed that had the most 
impact. In addition, the many initiatives/organizational changes that accompanied 
this curriculum caused further resentment. The participants were tired out, cynical 
and resistant because either they could not see the need for the changes and/or they 
resented very much not having an avenue of appeal. 
6. Conclusion 
As I draw this project to its conclusion, I wish to note that it has affected me in 
several ways. I have learned the value of gathering data in an ethnographic manner 
and of trusting that I could make sense of it without resorting to some form of 
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measurement. This was realized when I reflected on the data I had gathered and 
came to some personal realisations: I had entered into this research thinking that the 
teachers would resist the IBD curriculum itself, yet the data revealed a broader range 
of legitimate concerns and areas of tension. As the year progressed, my interaction 
with the participants broadened my outlook on the realities of the organisational 
changes. For example, I came to see that a two-hour lesson and two-week timetable 
might be advantageous for English teachers but not for subjects that required 
constant skill practice and reinforcement. I realised that as secondary teachers we are 
accustomed to seeing the school through the perspective of our little departmental 
‘empire’, and we are quite unaware of the tension the IBD may be causing for other 
subject teachers.  
As the participants’ concerns were revealed, certain propositions emerged, 
such as their shared concern about students’ language ability, the time required for 
planning the course, and the changes required to ensure a successful transition from 
the old to the new curriculum. All of these were apparently causing a sense of 
tension and anxiety both individually and as a group. However, through the 
constructivist epistemology I began to see causation in a more fluid and interrelated 
manner, which prompted me to not jump so quickly into ‘fact’ conclusions about 
what was causing what. I gradually learned to be more open to the complexity of the 
humans’ often rather paradoxical behaviour. For example, the stereotyping of 
students’ English proficiency and passivity was as much a participant’s code for 
‘we’re overworked and underpaid’ as for a serious assessment of the students’ 
ability.  
The constructionist view is that the negativity of the teachers’ responses to the 
organisational change of curriculum and pedagogy at HKPS reflected a complex 
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ongoing struggle for all concerned – not a matter that could be settled by the 
measurement of clearly identifiable factors/variables, such as pressure of work, 
management demands on their time etc. that were causing the negativity.  
This is not to deny there were onerous exigencies or aggravations; these 
abounded. For example, the lack of communication between the management team 
and the teachers at HKPS during the study period was palpable. Across the subject 
areas teachers were definitely facing an increased workload, a new pedagogical 
philosophy, lack of space and resources, and an emotional feeling of being on their 
own with little or no support from above. Participants’ perceptions that they were 
unable to share ideas with, question, and have their concerns taken seriously by 
management were very real to them and having consequences for others.  
In terms of future research, there is a real need for further qualitative research 
into the teaching conditions in private schools; in particular, international private 
schools where the teachers are away from their homeland and network of family and 
friends and faced with a situation similar to what occurred in HKPS. All schools can 
be seen to be autocratic and hierarchical because of their inherently conservative 
nature. However, there is a high likelihood that private schools are particularly so 
because of the strong controlling pressure of parents and administrators who are very 
reactive to what parents want (it is a business after all) and the lack of union support 
for teachers. With the huge growth in interest in the IBD curriculum worldwide, it 
might behove the IBO to carry out research into the implementation processes that 
private schools go through when they change curriculum and expect the teachers to 
‘happily go along for the ride’. If the IBO wants to promote inquiry-based, student 
learning and the development of a globalized international community, they should 
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offer more support for the teachers who are at the ‘chalkface’ struggling with a 
multitude of school-based changes while adapting to the new pedagogy. 
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Appendices 
Appendix one: The IB learner profile 
The aim of all IB programs is to develop internationally minded people who, 
recognizing their common humanity and shared guardianship of the planet, help to 
create a better and more peaceful world. IB learners strive to be:  
Inquirers:  They develop their natural curiosity. They acquire the skills 
necessary to conduct inquiry and research showing independence 
in learning. They actively enjoy learning and this love of learning 
will be sustained throughout their lives.  
Knowledgeable: They explore concepts, ideas and issues that have local and global 
significance. In so doing, they acquire in-depth knowledge and 
develop understanding across a broad and balanced range of 
disciplines.  
Thinkers:  They exercise initiative in applying thinking skills critically and 
creatively to recognize and approach complex problems, and make 
reasoned, ethical decisions.  
Communicators: They understand and express ideas and information confidently 
and creatively in more than one language and a variety of modes of 
communication. They work effectively and willingly in 
collaboration with others.  
Principled:  They act with integrity and honesty, with a strong sense of fairness, 
justice and respect for the dignity of the individual, groups and 
communities. They take responsibility for their own actions and the 
consequences that accompany them.  
Open-minded:  They understand and appreciate their own cultures and personal 
histories, and are open to the perspectives, values and traditions of 
other individuals and communities. They are accustomed to 
seeking and evaluating a range of points of view, and are willing to 
grow from the experience.  
Caring:  They show empathy, compassion and respect towards the needs 
and feelings of others. They have a personal commitment to 
service, and act to make a positive difference to the lives of others 
and to the environment.  
Risk-takers:  They approach unfamiliar situations and uncertainty with courage 
and forethought, and have the independence of spirit to explore 
new roles, ideas and strategies. They are brave and articulate in 
defending their beliefs.  
Balanced:  They understand the importance of intellectual, physical and 
emotional balance to achieve personal well-being for themselves 
and others.  
Reflective:  They give thoughtful consideration to their own learning and 
experience. They are able to assess and understand their strengths 
and limitations in order to support their learning and personal 
development.  
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Appendix two: interview questions 
Demographic data: 
Q1. How many years have you been teaching? 
Q2. How many years at this school? 
Q3. How many years have you taught A-Level? 
Q4. How many years have you taught the IB Diploma? 
 
The curriculum change: 
Q5. What is the change in curriculum being introduced in this school? 
Q6. How do you see your role in implementing the curriculum change from A-
Level to the IBD? 
Q7. What is your opinion about the decision making process behind this 
curriculum change?  
Q8. Describe the funding/resourcing arrangements for your professional 
development, and resourcing for your subject. 
You and the curriculum change: 
 
Q9. Based on your previous experience with the A-Level curriculum in schools, 
how do you think the current curriculum change will affect your teaching? 
Q10. How do you think the initiation of this curriculum change to IBD will affect 
your working roles as a teacher/administrator and how do you feel about this? 
Please give examples: 
Q11. Do you feel that you have a voice in department and staff meetings in regard 
to this curriculum change? Please give examples: 
Q12. What are your understandings of what these curriculum changes will mean to 
you as a teacher/administrator?  
Q13.  How are you planning for the curriculum change? Please give examples: 
Q14. From your understanding of the changes, what will the impact be on your 
assessment and evaluation strategies? Please give examples: 
 
The school and the curriculum change: 
Q15. Will the curriculum change affect the way the school is operated? Please give 
examples: 
Q16. Is this a fundamental shift in curriculum changes in this school? Please give 
examples:  
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Appendix three: interview schedule 
 
Date Name Location Situation 
06-9-06 Jeffrey English teacher His classroom Hong 
Kong Port School 
After school, middle of term 
one in his classroom. 
10-9-06 
 
Marion HOD and 
Physical Education 
teacher 
 
The PE Office 
 
After school while other PE 
teachers were away at a 
carnival. She spoke to me first, 
and later joined them. 
24-9-06 
 
Paul a Creative arts 
teacher 
Coffee shop in Happy 
Valley, Hong Kong. 
 
Paul did not want to be 
interviewed at school. 
26-9-06 Jane a Science teacher Her laboratory S32 at 
Hong Kong Port 
School. 
Term one after school, just 
before the mid-term break. 
2-10-06 
 
 
Ron HOD and Creative 
arts teacher 
 
In an art room He was concerned that 
students were working on their 
work after school. 
6-10-06 
 
Vivian HOD and Science 
teacher 
 
Her laboratory S33 at 
Hong Kong Port 
School. 
Term one after the mid-term 
break.  
 
All times and locations were chosen by the participants. 
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